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Abstract
Lin, C. H. Ed.D. The University of Memphis. May, 2015. Early Childhood Teachers’
Perceptions of Art Education in Taiwan. Major Professor: Satomi Izumi-Taylor, Ph.D.
Currently in Taiwan, early childhood educators have been emphasizing the importance of
children’s development of artistic abilities and creativity. The Preschool Activities and
Curriculum Guidelines Working Edition issued by the Ministry of Education in Taiwan
have been revised, and young children’s artistic development was included in 2012. Early
childhood teachers were responsible for providing children with developmentally
appropriate art programs to promote their artistic development and learning. The primary
purpose of this study was to describe and to understand how two Taiwanese early
childhood education teachers’ perceptions of art influenced their teaching. Research
indicated that teachers’ perceptions about education influence their teaching and students’
experiences in the classroom. The study employed qualitative research methods,
including semi-structured interviews, observations, field notes, teachers’ curriculum
plans, teaching journals, photos of classrooms, and my own journal. Two female
preschool teachers from two different schools with various educational backgrounds and
teaching experiences were selected to participate in this study. Three themes emerged
from the data analysis: integrated curriculum, learning environment, and collaboration.
Results of the study indicated that both teachers perceived that art should be integrated
iv

into other curriculum areas. Although both teachers considered the developmentally
appropriate classroom environment to be important in inspiring children’s creativity and
aesthetic awareness, one was more focused on creating a clean and warm classroom, and
the other was concerned about displaying her students’ work everywhere in the
classroom. They both recognized the importance of collaboration with others to improve
their teaching of art. These teachers’ perceptions about teaching art mainly centered
around providing integrated art activities and creating appropriate environments. To offer
such activities and environments, both teachers collaborated with others. School culture
also had a strong effect on how they taught art, and one teacher had more support from
her school, while the other had less. Taiwanese teachers need to be trained and to have
support from both internal and external resources to teach students developmentally
appropriate art.
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Chapter 1—Introduction
Few would argue with the idea that parents and educators want their children to
become happy, healthy, and productive citizens. Yet, intentional plans to support this
development may not be evident in educational environments. Accountability and
requirements influence instructional decisions which include curricular planning and
implementation. Too often the perceived accountability scores force teachers to focus on
children’s performance on mandated tests (Rogers & Taylor, 1999). Accountability for
children’s emotional well-being and social competence are often ignored as teachers
perceive that “basic skills” are the most important student outcomes. In order to nurture
students’ social competence, some professionals suggest that art programs can be used to
support emotional and social development in children (Bredecamp & Rosegrant, 1995;
Eisner, 1982; Gardner, 1994). However, “the general public’s attitude does not reflect
comprehension of art having a positive effect on society or the individuals within it”
(Ross, 2005, p. 4).
Art can promote whole-child development and make natural and unique connections
with the deeper purposes of education (Eisner, 2005). Art tends to focus on integration
and organization experience in a more comprehensive way. Gardner (1994) classified art
as one form of play, and also claimed that children’s artistic work is related to emotions,
1

personality, heredity, and temperament. Engaging in art as an avenue, children can
express feelings, thoughts, and ideas (Eisner, 1982; Kinsey, 1984). Through art, children
learn that they can create images with materials and that art activities can provide
intrinsic forms of satisfaction. They also learn through art that the world itself can be
considered as a vital source of aesthetic experience (Eisner, 1982). Art gives children
opportunities to appreciate some of the finest feats of human achievements, and through
art, children can experience spiritual catharsis and increase their moral and social
consciousness (Greene, 2001).
Research Background in Taiwan
Both historically and generally as of today, education has been strongly emphasized
throughout the entire Chinese society (History of Education in China, 2013). Due to the
fact that in most cases Taiwan emphasizes preserving Chinese traditional culture,
Confucianism is the most influential educational theory for the Chinese people who now
consider themselves Taiwanese (History of Education in China, 2013). In addition to the
influence of Confucianism, which emphasized individual academic performance, the
Chinese exam system emerged in the Han dynasty (201 B.C.-219 A.D.), as to the trend in
Chinese society as a whole to emphasize educational and academic pursuits (History of
Education in China, 2013; Lai, 2000). Taiwan has inherited this thousand-year-long
2

history of valuing education. As a result, both schools and parents place a heavy emphasis
on an individual’s academic advancement in early childhood education, in child care
programs, and in higher education (Hsiao, 2003; Lai, 2000). In Taiwan, almost all schools
are government-controlled and centralized. From elementary to secondary education, all
schools follow national curriculum standards which dictate the content that should be
taught, the number of hours that should be devoted to different subjects, and which
qualified textbooks can be used for different age levels (Clark, 2010; TESEC, 2014).
Teachers design their daily or weekly lesson plans according to the national curriculum
guidelines.
Therefore, even though art has been recognized and valued in education as an
essential and important component of curriculum in today’s Taiwan, overemphasizing
high standards and mastering of basic skills overshadow the role of art in elementary and
secondary education. Some educators argue that in urban areas, art classes are regularly
substituted by English, Chinese, or math instruction because art is not a required subject
for passing high school or university entrance exams (Han, 2006). Some suburban school
districts are prevented from hiring art teachers because of tight budgets. Even if a
sufficient number of art teachers are hired in schools, many practical realities can
influence teachers’ art instruction, including a specialized art space, block scheduling,
3

class time, financial support, and other resources (Han, 2006). Nevertheless, the
educational polices set forth by the government can strongly impact the execution of art
education in school systems.
In order to increase citizens’ potentiality and advancement of economic competition
in Taiwan, the Education Reform Act was implemented in 1994. Based on the blueprint
of national development, the Ministry of Education in Taiwan set the keynote for
educational policies, namely to cultivate talents in all fields with creativity and global
vision. Guided by Modern Citizens, Taiwan's Entity, Global Vision, and Social Care as
the four major tracks of education reform (Council on Education Reform, 1996; Tu,
2007), many Education Reform Initiatives were announced before and after 1999. Among
these initiatives, the Nine-Year Integrated Curriculum started in 2001 was the most
influential educational innovation, and thought to be one of the most important programs
in bringing about radical changes for the improvement in educational quality. The NineYear Integrated Curriculum brought substantial structural educational changes which
directly and strongly impacted the primary and junior high school students’ learning
(Yang, 2001).
According to the Primary and Junior High Nine-Year Integrated Curriculum
(Council on Education Reform, 1996), the learning subjects of grades 1 to 9 should be
4

integrated into the following categories: Languages and Literature, Physical and Mental
Health, Social Sciences, Natural Sciences, Mathematics, Arts and Humanities, and Varied
Activities. The curriculum-developing committees in every school needed to be
established and were authorized to develop their own school-based curricula or to design
key programs with local features or unique characteristics respective to the school
(Council on Education Reform, 1996; Yang, 2001). At that time, Arts and Humanities
were preferred and valued by most of the schools. Thus, the educational reform and the
innovative curricula highlighting the value of art in the current school systems were
expected to modify not only the society’s but also parents’ values and beliefs about art
education.
The low birth rate in Taiwan also strengthens parents’ willingness for spending extra
money and for supporting their children’s art education. The birth rate of Taiwan has
declined rapidly since the 1980s (Taipei Times, 2006); a crude birth rate of 8.3 newborns
per 1,000 people in 2010 puts Taiwan above only Germany, Hong Kong, Italy, and Japan,
according to estimates made by the World Factbook of the Central Intelligence Agency
(Jennings, 2010). Low birth rates obviously reduce family size (Keilman, 2003). When
the number of children per family is lowered, each child can receive increased resources
from his/her parents, including time, energy, and money (Weinstein, Chang, Cornman,
5

Hassan & Stark, 2004). As a result of appreciating the value of education, many
Taiwanese parents believe that art is an important subject for children’s education and
that it is essential to help their learning. They also recognize that art can broaden
children’s life experiences and spark their potential talents (Lai, 2000). More Taiwanese
parents are willing to invest time, energy, and money on their children’s art education.
The Reggio Emilia Approach
In past decades, the programs in Reggio Emilia have captured the attention of the
world and have influenced Taiwan early childhood educators’ awareness of art education
(Liu & Chien, 1998). Inspired by the Reggio Emilia Approach, many teachers are
convinced that art education can be the main vehicle for young children to construct their
knowledge. Children’s expression through visual art cannot be a separate part of the
curriculum, and a teacher’s knowledge and art skills can help students express their
thinking effectively (Gandini, 1993; Hertzog, 2001; Yang, 2005). Today teachers are
willing to develop art related curricula and to engage young children in art in Taiwan (Liu
& Chien, 1998). Children’s creativity and their art projects also can influence teachers
and parents to think that art can be one of the most powerful ways to promote and to
advance children’s development and learning in Taiwan. Just as the Reggio Emilia
approach involves parents in children’s authentic art education, teachers in Taiwan
6

encourage parents’ active participation in children’s learning (Chen, 2002; Liu & Chien,
1998).
Art Education in Taiwanese Early Childhood Education Settings
Early childhood education and care programs have been rapidly growing in the
Taiwan educational system since the 1960s (McMullen et al., 2005). Historically, early
childhood education in Taiwan has been influenced by different philosophers as well as
by models from different cultures or countries. Educators such as Montessori, Frobel, and
Piaget are well known to early childhood educators in Taiwan, and diverse curriculum
models (the project approach, the thematic teaching approach, the Waldorf, and the
Montessori) are implemented in early childhood educational settings. Since preschool
education is not yet included as a part of the compulsory education system, the Ministry
of Education in Taiwan (1987) offers only general goals and guidelines for early
childhood education. The Kindergarten Curriculum Standards established in 1987
legislated that art should be included and integrated into curricula based on children’s
developmental needs. The content of the art curriculum includes painting, folding paper,
sculpting, and crafting. Art activities planned by classroom teachers or art specialists
mainly consist of child-centered, teacher-centered, or teacher-guided activities. Teachers
regularly provide children with art activities, but the activities are not always
7

appropriately or creatively planned (Lai, 2000; Sue, 2007).
In 2007, the Ministry of Education in Taiwan reported that the goals and contents of
the Kindergarten Curriculum Standards were out of date and could not become equal to
the global trends of early childhood education (Fan, 2003). The Department of
Elementary Education invited early childhood educators from all over Taiwan and began
to process of creating new early childhood curriculum guidelines. The Preschool
Activities and Curriculum Guidelines (protocol) were made public in 2008 and were in
the experimental stage from 2009-2011. Art education was again emphasized and
encompassed in the Aesthetics category of the curriculum. In this category, visual arts,
music, drama and other different art forms should be included in young children’s art
activities and curriculum. According to the goals of the Aesthetics category, all young
children’s art activities should be well-planned in order to develop their abilities of
awareness of art, art production, and art appreciation (Ministry of Education, 2010).
Thus, the unique content of art education was stressed and highlighted in the Preschool
Activities and Curriculum Guidelines (protocol).
Young children’s art education can be enhanced or limited depending on educators’
capabilities (Lin, 2006). Early childhood teachers need to have prevalent knowledge,
values, attitudes, and skills to teach art in their classrooms (Spodek, 1993). To enrich
8

children’s art experiences, a qualified art specialist should work with classroom teachers
to provide appropriate activities and instruction to children (Gandini, 1998; Hertzog,
2001; Yang, 2005). Few private schools in Taiwan hire full-time or part-time art
specialists to engage in teaching art and designing art programs. Additionally, as
mentioned earlier, many early childhood education settings have few resources, and
classroom teachers are required to teach art programs with few assistants (Wang, 2008).
Although many teachers are capable of nurturing children’s cognitive, emotional,
physical, and social development, they are not trained to teach appropriate art to children
(Lin, 2007; Wang, 2008). To develop art programs, these untrained teachers recall their
early learning experiences in art, take a single art course during their teacher preparation
programs, or participate in professional development sessions. Teaching art is a
multifaceted process that requires carefully planned instructional strategies (Cole, 1985),
but because their experiences and training are very limited, teachers feel uncomfortable
in teaching art (Lin, 2007; Wang, 2008).
In addition, other practical realities are influencing teachers’ implementation of art
programs, such as a lack of specialized art space, block scheduling, not enough class
time, no financial support, and a lack of resources (Sue, 2007; Wu, 2007). As Jeffers and
Fong (2000) asserted, curriculum development should not ignore the “dynamic and
9

complex relationship among medium usage, funding support, and perceived
performance” (p. 39).
Teachers’ Perceptions of Art Influencing Art Education
Teachers’ notions of education can guide them to create curricula and to attain the
goals of education (Vartuli, 2005). Teachers have their own belief systems about
education, and such beliefs have powerful influences on their teaching styles and
professional development (Grauer, 1998). Teachers’ beliefs are determined by their
personal experiences, professional backgrounds, and in-service training sessions
(Kowalchuk & Stone, 2003; Vartuli, 2005). These beliefs regulate the ways teachers
interact with students, and their knowledge and expectations (Chan, 1999). For these
reasons, examining the relationships between teachers’ beliefs and their practices in
classrooms can contribute to the important issue of teachers’ implementations of art
programs in Taiwan.
Since teachers’ beliefs and values reflect the kinds of classroom experiences that
children receive, examining such issues could benefit the field of early childhood
education in Taiwan. “In behavioral science the conceptual repertoire has been created
predominantly within Europe and the United States and is attuned to the values structure
of those cultures” (Azuma, 1986, p. 3). Different cultures focus on different
10

characteristics of the same phenomena, and studying how teachers in different cultures
educate their students can provide others with reflections on their own teaching styles
(Azuma, 1986).
With the current emphasis on art education in Taiwan, examining teachers’
perceptions of teaching art can contribute to a better understanding of effective
instructional strategies. Because limited studies have shown exactly how to support
teachers’ art teaching skills in Taiwan, research was needed. To compensate for such a
limitation, this study was conducted to examine how Taiwanese teachers perceive their
art teaching methods and how they promote children’s artistic development.
Research Questions
The primary purpose of the study was to examine how two early childhood
education teachers’ perceptions of art influenced their teaching of art in Taiwan. This
research was guided by the following three specific research questions:
1. What are these two teachers’ perceptions about teaching art?
2. How do these teachers implement their art programs?
3. How do these teachers’ perceptions of teaching of art influence their art curricula?

11

Significance of the Study
In Taiwan, research on the teachers’ perceptions of art education is scarce. Little is
known about how early childhood education teachers’ perceptions of art influence the
ways they implement art programs for young children; yet there is a need to provide
appropriate art programs for children in Taiwan. This research was conducted to fill this
need.
This study could identify possible significant differences in teaching art to young
children since currently those not trained in art usually are the art instructors in Taiwan.
With regard to teaching art, educators must be aware of current developmentally
appropriate practice, educational policies, and resources (Bredekamp & Copple, 2009).
This study could have an impact on the future development of early childhood
education guidelines of teaching art in Taiwan. The implications for the classroom
include providing the basic methods for art instruction and allowing more time for
teacher training. This study is significant in assessing potential effective practices that
support in-service and pre-service teachers to be successful in teaching art to children.
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Limitations
This study has the following limitations:
1. The participants were chosen only from the central part of Taiwan, Taichung.
Thus, results and conclusions of this study were not inclusive.
2. Because of my position as a university instructor, the participants might have felt
uncomfortable talking to me.
3. The participants were from the central part of Taiwan and were from relatively
small communities. These teachers’ experiences with art education were limited.
4. The participants were both female teachers.
5. The questionnaire might have excluded some of the effective use of teaching art.
6. These schools that served as the location for the study were in my home town
which could have bias in observing and reporting.
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Chapter 2—Literature Review
The purpose of this study was to describe and understand how two Taiwanese early
childhood education teachers’ perceptions of art influence their teaching. Theoretical
literature on art and teachers’ notions of art were included to establish the background of
the study. This review also presented the definitions and characteristics of art, a general
overview of the early childhood education system in Taiwan, and its early childhood
curriculum standards. Since the educational training in Taiwan universities widely
subscribes to the principles of Developmentally Appropriate Practices (DAP) described
by the National Association for the Education of Young Children (NAEYC), the literature
review included DAP for young children. Additionally, the Reggio Emilia approach used
in Taiwanese early childhood education settings and the role of teachers in Taiwan
regarding teaching art were discussed.
Definitions and Characteristics of Art
Art can be seen as a unique aspect of human culture and experience (Dewey, 1934;
Eisner, 2002), and it results from an act of self-expression (Gaitskell & Hurwitz, 1975;
Langer, 1957; Lowenfeld, 1947) and involves emotions (Gaitskell & Hurwitz, 1975;
Gardner, 1994; Langer, 1957) and intellect (Dewey, 1934; Gaitskell & Hurwitz, 1975;
Gardner, 1994; Goodman, 1978). Art inspires human creativity and imagination
14

(Lowenfeld, 1947) as well as the communication of feelings and ideas with a cathartic
effect (Gardner, 1994; Tolstoy, 1898/1995).
Although many great aestheticians, such as Schillers, Read, Fry, and Plato, have
attempted to identify the true or essential characteristics of art, the definition and
potential for art remain suspended (Eisner, 1972). The word “art” comes from the Latin
word ars, which means arrangement or to arrange. The American Heritage College
Dictionary (1993) defines art as “the conscious production or arrangement of sounds,
colors, forms, or other elements in a manner that affects the sense of beauty, specifically
the production of the beautiful in a graphic or plastic medium” (p. 76). This definition
characterizes art as a form that is structurally pleasing for human beings’ aesthetic
experience.
Another definition by Webster’s New College Dictionary (2008) refers to art as “the
conscious use of skills and creative imagination especially in the production of aesthetic
objects” (p. 63). Besides emphasizing the aesthetic nature of art, this definition also
illustrates that art is a process of creative expression.
The Chinese dictionary 辭海 [CiHai] (Zhaoe, 2005) defines art as the conscious use
of skills and thoughts especially in the productions and activities with aesthetic values. In
Chinese thinking, art refers to a skillful and aesthetic activity with conscious thought
15

(Hsuang, 1986). It can be seen as a way to help people to express aesthetic feelings, to
cultivate their temperaments, and to inspire them to achieve happiness, delight, and a
higher quality of life (Hsuang, 1986).
Morgan (as cited in Bhroin, 2007) also defines art as “never mere imitation; any art
form is one of many possible statements about some kind of experience” (p. 3). However,
in the view of art educators, the definition of art is more practical and concrete (Lansing,
1976/2004). For the purpose of this study, art hereby refers to anything visual which
young children create through the process of drawing, painting, coloring, printing,
sculpting, constructing, or working with textiles to express their thoughts and feelings.
The Early Childhood Education System in Taiwan
Since the 1970s, demographic and cultural changes have led to profound impacts on
Taiwanese families. As more mothers enter the workforce, more young children are taken
care of by caregivers or teachers in nursery schools or kindergartens (Freeman, 1998; Li,
Yao, Zhang, & Zhou, 2005; Liu & Chien, 1998; Zhu & Zhang, 2008). Taiwanese children
receive compulsory education and are enrolled in elementary schools as first graders at
the age of 6. Before receiving formal education, they can attend preschools (including
kindergartens, nursery schools, and child care centers) which vary from full-or half-day
programs, starting from the ages of 2 to 6. According to the official statistics in 2010,
16

more than 93.77% of preschoolers were eligible to attend early childhood education
settings (Ministry of Education, 2010). In 2011, the 5-year-old enrollment rate climbed
up to 94.6% because of the early childhood educational welfare policy, Five-year-old
Preschool Tuition-free Education Program (Ecns.cn, 2013). However, an earlier survey in
1995 indicated that if accredited child care centers were discounted, more than 95% of
young children could be attending different early childhood education programs before
the age of 6 (Zhang, 1995).
As previously stated, early childhood educational programs in Taiwan vary from the
traditional Chinese Confucian philosophy to those of the Montessori, Frobel, Piaget, and
Steiner. In general, both Taiwanese society and parents as individuals place a heavy
emphasis on academic advancement, and as a result, many early childhood education
settings and child care programs have focused on children’s 3R’s learning (Lai, 2000).
However, in more recent years, programs based on child-centered principles, such as the
thematic approach, the project approach, the Waldorf approach, and the Reggio Emilia
approach have been introduced in Taiwanese early childhood education settings (Liu &
Chien, 1998).
Curricula in preschools are very similar to the early childhood educational programs
in the West (Liu & Chien, 1998). For example, in a thematic approach curriculum
17

classroom, children learn about one specific theme during a specified period of time.
Theme-focused activities would be planned by teachers to form children’s conceptual
understanding, construct their learning experiences, and expand their learning in different
content areas. Teachers would also organize their classrooms into several different
learning areas and provide diverse materials and props for young children to manipulate
(Lin, 2007). Considering a theme of Fruits as an example, in a thematic approach,
teachers would suggest that children create different kinds of paper fruit; children would
then use the paper fruits as props to run a fruit store in dramatic play. Math, social
studies, and language activities would be integrated into these activities to encourage
children’s playful experiences in their dramatic play.
Qualification of Teachers in Taiwan
Teachers in Taiwan must have a bachelor’s degrees to teach. A teaching certificate is
required for preschool teachers to teach 5- to 6-year-old children (pre-elementary
program) (Early Childhood Education and Care Act, 2012). Teachers without certificates
are allowed to provide care for children aged 2 to 5. According to the provision of
Teacher Education Act in Taiwan (2005), besides a bachelor’s degree, a qualified teacher
of 5- to 6-year-old children needs to complete a 26-hour-credit pre-service teachers’
education program and to complete a six-month-long teaching internship. Moreover, they
18

are required to pass the National Teacher Certification Exam to obtain a certificate and
finally become qualified pre-elementary program teachers. Early childhood education
teacher certification passing ratio was only 27.59% in 2014 (Ministry of Education,
2014). Thus, an early childhood graduate needs to go through a rigorous process to
become a 5- to 6-year-old children’s teacher in Taiwan.
According to the legislation of Ministry of Education in Taiwan (Early Childhood
Education and Care Act, 2012), the student/teacher ratios in a four to six year olds class
should be no more than 15:1. However, low salaries, poor working conditions, and heavy
workloads keep teacher turnover rates high (Lin, 2007). Many prospective teachers do
not consider teaching in early childhood education settings as a long-term career choice,
and as a result, they easily leave their jobs. Among 20,549 qualified teachers of 5- to 6year-old children in 1989, only approximately 8,700 were still teaching in 2007 (Lin,
2007). The turnover rate was 57.7%, and too many unqualified teachers working in
preschools resulted in the uneven quality of early childhood educators in Taiwan.
Currently, higher payment and benefits are provided to early childhood education
teachers by private preschool owners to recruit qualified teachers. However, a shortage of
teachers still currently exists in Taiwan (Wu, 2011).
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In summary, before 2012, the Taiwanese Kindergarten Curriculum Standards
provided teachers with the guidelines of how to teach young children. However, dramatic
changes in Taiwanese demographic and cultural conditions caused major differences in
children’s school experiences. Taiwanese children spend longer hours in schools to
engage in different early childhood education programs. Due to these changes in society,
teachers play an increasingly important part in the lives of children.
Daily Schedule in Traditional Taiwan Early Childhood Settings
The daily schedule in traditional Taiwanese early childhood education settings
usually begins at 7:30 in the morning. Either school buses or parents bring their children
to schools. As children arrive at school, teachers welcome them at the front door, while
other teachers prepare the materials and activities in their classrooms. When children
come early to school, they can engage in free play, continue unfinished work, or take a
nap after putting away their backpacks and lunch boxes in their lockers. Teachers will
read the messages that parents left in the parent-teacher communication books and check
on children’s health. Teachers ask children to work on their attendance charts or journals.
Daily schedules vary from school to school according to different curriculum programs.
The following is a typical daily schedule in a traditional early childhood education
setting:
20

8:00 Arrival
8:30 Free play and health check-up
9:00 Circle time
9:20 Morning snack and cleanup
10:00 Recess or outdoor free play
10:30 Multiple learning activities or center time
12:00 Lunch time and cleanup
13:00 Naptime
14:30 Afternoon snack
14:50 Extra curricula classes (including arts, English, or computer classes), 3R’s
activities, or free play
16:00 Departure
16:30 After-school programs
Kindergarten Curriculum Standards in Taiwan
In Taiwan, the Kindergarten Curriculum Standards were issued by the Ministry of
Education (1987), stating that early childhood education should include children’s health,
daily life experiences, and moral development by collaborating with the communities and
families to reach the following educational goals:
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(a) To promote children’s mental and physical health, (b) to shape children’s good
habits, (c) to enrich children’s life experiences, (d) to promote children’s moral
development, and (e) to learn respect for others, to care for the community, and to
participate in team work. (pp. 1-2)
Based on these goals, the kindergarten educational program aims to support young
children’s awareness of their mental and physical health, to cultivate their curiosity and
interests in learning, and to encourage them to develop well-balanced bodies and minds.
The content of the Kindergarten Curriculum Standards consists of six areas: Health,
Math, Social Studies and Science, Play and Physical Activities, Language, and Music and
Other Activities (Ministry of Education, 1987). Such content and practices of curriculum
should be planned with flexibility and should be modified, according to children’s
experiences or interests. Integrated learning, learning through inquiry, and learning
through play are important principles. Teachers are required to keep these principles in
mind while developing an appropriate curriculum. However, these guidelines are
nebulous, and several areas of the curriculum are not fully addressed or valued in
kindergarten classrooms; thus, in the past decades, a large number of kindergarten
teachers instead used commercial workbooks as the basis of their curriculum (Lai, 2000).
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Art education in the kindergarten curriculum is included in the curricular area of
Music and Other Activities (Ministry of Education, 1987). Since the definition of the art
curriculum in kindergarten education is unclear, inexperienced teachers often use
workbooks bought from a commercial publisher to design art projects in their classes
(Lai, 2000). Crafts are made for holiday decorations, and children are often asked to work
on the project that teachers assigned to them. Thus, children have less opportunity to be
creative (Lai, 2000).
In 2000, the Elementary Education Department of the Ministry of Education, invited
some early childhood experts and educators to revise the kindergarten curriculum
standards in order to stay current with the educational goals of the 21st century, the global
trends of educational reform, and social transition in Taiwan (Fan, 2003). In accordance
with Grades One-Nine Curriculum of Elementary and Junior High School Education, the
six areas of the curriculum content were categorized as Language Art, Math, Social
Studies, Science and Technology, Health and Physical Education, and Arts. The category
of Arts included instructions of visual, musical, performing art, etc. Discovery and
Exploration, Expression and Creation, and Aesthetics and Evaluation were three major
themes that promoted a higher quality art program for young children (Fan, 2003).
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With an increasing emphasis on young children’s art education in Taiwanese
society, the Kindergarten Education Curriculum Guidelines (Draft) issued by the
Ministry of Education in 2001, further described the goals of art education as follows
(Fan, 2003):
(a) Children should be aware of their environmental aesthetics. They can enjoy and
respond to the aesthetic qualities in art and life in general; (b) children should enjoy
and experience different kinds of art-related activities and express their thoughts and
feelings; (c) children should use their own ways to present and create their artwork.
(p. 298)
The following content and requirements are also included in the curriculum
guidelines (Fan, 2003):
(a) Enrich children’s aesthetic experiences and inspire their interest in creating art;
(b) provide children with safe artistic needs [sic] and inspire their creative potential;
(c) provide children opportunities to express art freely and bravely; (d) promote
children’s artistic skills with appropriate tools; (e) provide children with a variety of
materials, including recycled materials to spark their imaginations and creativity;
and (f) value and display children’s artwork and encourage them to look at and talk
about art. (p. 298)
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Art educators in Taiwan suggested that the successful art curricula should be started
at an early age to encourage children to realize the importance of and significance of art
(Fan, 2003; Lai, 2000). Educators also proposed that the Kindergarten Curriculum
Guidelines Draft (Ministry of Education, 2001), which stressed the awareness of
aesthetics, the free will of expression and creation, and the appropriateness of instruction
and environment, should be included when teachers develop their curricula (Fan, 2003).
In the end, the Kindergarten Education Curriculum Guidelines Draft (Ministry of
Education, 2001) did not gain a majority of early childhood education scholars’ support
and finally could not be implemented. However, the significant impact of visual art
education on young children’s development was recognized, and teachers and parents had
realized its importance in children’s lives.
Preschool Integration
On June 29, 2011, the Ministry of Education in Taiwan passed the Early Childhood
Education and Care Act and started the act of preschool integration. In Taiwan, nursery
schools and kindergartens were under the jurisdiction of the Ministry of Interior and the
Ministry of Education respectively and were established in accordance with the different
laws and regulations as well as the different standards of school environments and
faculty’s requirements. The Early Childhood Education and Care Act set the standards of
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the school environment, faculty, and teaching content for 2- to 6-year-old children (Chen
& Lin, 2013). The start of preschool integration was intended to promote a better quality
of preschool systems (Chien, 2011).
The Ministry of Education again invited Taiwan’s early childhood advocates to
create new early childhood curriculum guidelines for two to six years olds. The Preschool
Activities and Curriculum Guidelines (protocol) were made public in 2008, were in the
curriculum experimental stage in participating preschools from 2009-2011, and were
comprehensively implemented in 2012. The new curriculum guidelines, which were
different from the Kindergarten Curriculum Standards, strongly emphasized cultivating
young children’s early development. Cultural and community issues were stressed, and
the curriculum development and implementation must be adapted to needs of young
children. Dynamic curricula and assessments need to be planned with integration of
subjects, and must meet children’s individual differences and special needs. The general
objectives of early childhood education issued by Taiwan government and illustrated in
the Preschool Activities and Curriculum Guidelines Working Edition (Ministry of
Education, 2013) are aimed to:
(a) Facilitate young children’s healthy minds and bodies, (b) foster their appropriate
life manners, (c) enrich their life experiences, (e) enhance their ethical ideas, (f)
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cultivate their social habits, (g) extend their aesthetic experiences, (h) develop their
creative thinking, (i) construct their cultural recognition, and (f) initiate their care for
the environment. (pp. 1-2)
Additionally, six curriculum areas were distinctively established, which were the
Bodily-Kinesthetic and Health, the Cognitive, the Verbal-Linguistic, the Social, the
Emotional, and the Aesthetics. With the implementation of curriculum, six capabilities of
young children were expected to be developed: Perception and Identification, Expression
and Communication, Caring and Cooperation, Reasoning and Appreciation, Imagination
and Creation, and Self-Management.
Art education was included in the Aesthetics category. The content should inspire
children’s artistic development in visual art, music, drama, etc. Exploration and
Perception, Expression and Creation, and Response and Appreciation are three abilities
which need to be enforced in this category. Thus, the curriculum goals of the Aesthetics
(Ministry of Education, 2013) were:
(a) To love to explore beautiful things, (b) to enjoy aesthetic experiences and arts
creation, (c) to develop rich imagination, and (d) to respond to arts creation feelings
and preference. (p. 119)
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According to the Preschool Activities and Curriculum Guidelines Working Edition
(Ministry of Education, 2013), the unique content of art education was highlighted in the
category of the Aesthetics. However, the issues of planning and teaching art which were
mentioned and clarified in the curriculum guidelines were new to almost all preschool
teachers. Teachers with insufficient understanding of the new curriculum guidelines were
not able to accomplish the goals established in the Aesthetics (Lin, 2011).
Developmentally Appropriate Art Programs for Young Children
In recent decades, some Taiwanese early childhood practitioners have received
education and training in the United States (Lai, 2000). The ideas of developmentally
appropriate practice (DAP) based on the principles of the National Association for the
Education of Young Children (NAEYC) were brought to Taiwan and were accepted by
the majority of early childhood teachers (Liu & Chien, 1998; McMullen et al., 2005).
DAP is recommended for programs serving young children from birth to age eight
(Bredekamp & Copple, 2009), and a developmentally appropriate curriculum uses a
child-centered approach. This is implemented in a relaxed, comfortable, and playful
environment with attention to children’s general and individual needs, interests, and
development. It offers children an integrated learning experience to advance their social,
emotional, physical, and cognitive development. Teachers need to know developmental
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needs of children to provide them with high-quality learning experiences. The concept of
DAP includes the following three issues: age appropriateness, individual appropriateness,
and cultural appropriateness (Bredekamp & Copple, 2009).
To determine age appropriateness of art experience, teachers need to understand that
children are active learners who need many opportunities to explore, to make choices,
and to discover the impact of their actions. Teachers should understand children’s
formative development to make decisions about what materials, settings, and
opportunities are appropriate for young children. Children need to experience a variety of
deliberately selected art materials and medium (Cherry, 1972; Edwards & Nabor, 1993;
Tobin, Wu, & Davidson, 1987). Although a developmentally appropriate curriculum uses
a child-centered approach, teachers’ instructions and demonstrations of using available
materials can support children’s awareness in different kinds of art materials, allowing
children to create their own work in meaningful ways (Kindler, 1995; Seefeldt, 1999;
Thompson, 1995a).
To carry this issue of age appropriateness further, teachers should be aware of
children’s attention span regarding their chronological ages when providing instruction.
Sufficient time should be provided to children to refine their skills, to master the
processes, to reflect on their learning, and to create their artwork (Colbert & Taunton,
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1992). Teachers’ instructions can be introduced to children in a step-by-step process.
Complex processes would interrupt children’s important ongoing dialogues with
themselves, materials, forms, teachers, and peers (Thompson, 1995a).
Teachers need to think about individual differences regarding art. Art educators
believe that developmentally appropriate practice in art must begin with an understanding
of the ways in which children construct images at various stages of development
(Kellogg, 1970; Lowenfeld, 1947). However, children’s artistic development and art
performance can be affected by the indigenous art of their society, or their opportunities
to engage in art activities or to attend preschool (Goldberg, 2006; Martlew & Connolly,
1996). Children from cultures with less interest in art tend to produce more simple and
basic art forms than those who are from artistically sophisticated societies (Goodenough
& Harris, 1963; Martlew & Connolly, 1996). Therefore, children’s cultures not only
influence their appreciation of art but also their opportunities to engage in art activities.
Teachers need to provide a wide variety of materials and activities to promote
children’s art experiences, and they need to think about cultural diversity and gender
equity as well. The curriculum should strive to enhance the child’s self-confidence and
self-esteem (Colbert, 1995). It should support the integrity of the child’s family,
strengthening ties between home, community, and school. It should reflect the
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appreciation for cultural beliefs, holiday customs, and family or community traditions.
Such a curriculum needs to extend children’s experiences to respect and to accept the
similarities and differences of all people (Bredekamp & Copple, 2009).
In 1986, the National Art Education Association (NAEA) incorporated the
NAEYC’s guidelines and recommended three critical components for early childhood art
education: creating art, looking at and talking about art, and becoming aware of art
(Colbert & Taunton, 1992). The Consortium of National Arts Education Associations
(CNAEA) also developed National Standards for Art Education and suggested that beside
art production, K-4 children should become increasingly reflective, knowledgeable about
artwork and develop their understanding of the visual art in relation to history and
cultures (Consortium of National Arts Education Associations, 1994; Thompson, 1995a).
Art educators suggested that teachers should play an active role to establish goals and
objectives for their art programs, to motivate children, to foster their reflection on and
appreciation for art, and to cultivate their aesthetic senses (Seefeldt, 1999).
In terms of art production, Schirrmacher (2008) identified three major approaches to
teach young children art, which are teacher-directed, child-directed, and teacher-guided.
Different approaches may work for certain activities and certain children (Schirrmacher,
2008). Teacher-directed art activities are those in which teachers introduce art activities
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and guide students through the process until they are completed. There is little input from
children, and their products tend to look similar. In opposite to the teacher-directed
approach, a child-directed approach allows children select and initiate their own art
activities from a variety of art materials and tools prepared by teachers. There is very
little instruction from teachers and children have much input and choice (Schirrmacher,
2008). Wright (2003) stated that children need background ideas and adults’ suggestions
to develop their creative skills. He critiqued that unsupported art learning in the
classroom sometimes could lead to a laissez-faire type of practice (Wright, 2003). In the
teacher-guided art activities, teachers can adopt the role of facilitators by providing
materials, media, and general directions as needed, but the children take the initiative in
creating art.
According to the suggestions of NAEA, children need many opportunities to
observe and to discuss art with others (Colbert & Taunton, 1992). Cole and Schaefer
(1990) advocated that children’s interactions and observations of artwork would increase
their cognitive abilities. Such experiences would encourage their creative thinking and
would promote their social skills. Children can benefit from viewing and discussing their
own artwork which is exhibited or displayed in their everyday environment. Designed
questions can direct young viewers to find information within the artwork (Feldman,
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1973; Parson, 1987; Taunton, 1983). For example, memory, convergent, divergent, and
evaluation questions can be planned to foster children’s thinking processes and generate
new insights (Gallagher & Aschner, 1963).
Through critical dialogue, teachers can teach children the visual and verbal language
of art (Johnson, 1990), and art appreciation can provide children with many opportunities
to extend their perceptions and expressions of feelings. NAEA (National Art Education
Association) recommended that through exploring the visual world, children become
aware of the importance of art and learn to perceive and appreciate the beauty existing in
nature and in work created by humans (Colbert & Taunton, 1992). Colbert (1995)
suggested that children need to learn “how and why other people create works of art,
what place art holds in everyday life, and why people value art” (p. 37). To promote
children’s awareness of art, field trips to visit galleries and museums can help them learn
to value and appreciate art. To further develop such awareness, community artists can be
invited to schools to share their experiences with children and to help them understand
that creating art is a meaningful and thoughtful process.
In summary, developmentally appropriate art programs should address the following
three issues: age, individual, and cultural appropriateness. Teachers can create such
programs when they provide children with ample opportunities to explore, to select, and
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to experience a variety of art materials. Teachers also need to give children enough time
to work with art materials and to plan developmentally appropriate activities that promote
the children’s self-confidence and self-esteem, as well as the appreciation of their own
cultures. The content of developmentally appropriate art programs for young children
should be the integration of creating art, looking at and talking about art and becoming
aware of art. These components should be united effectively to provide a complete
understanding of art and its value to each individual.
Inspirations from the Reggio Emilia Approach
In the last two decades, the Reggio Emilia approach has been held up as the model
of early childhood education and art education (Danko-Mcghee & Slutsky, 2003; Rinaldi,
2001; Yang, 2005). The Reggio Emilia approach stems from the beliefs that children have
enormous potential and are full of desire and competence to construct their own
knowledge. Reggio Emilia preschools focus on collaborative planning among teachers,
parents, and communities and they offer children child-centered, open-ended project
programs. Reggio Emilia teachers consider the physical environment to be the third
teacher. In this sense, the environment can motivate children, can enhance learning, and
can reduce behavior problems (Gandini, 1993; New, 1990).
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In addition, the roles of atelier and atelierista are unique to worldwide early
childhood educators. The atelier, in many ways, is the dynamic heart of Reggio Emilia
schools (Rosen, 1992). The atelier is a studio serving with every possible type of art
materials and tools that welcomes children to work on, to investigate, and to explore with
their projects. The atelierista, an artist-in-residence, being well-versed in art and early
childhood education, is capable of collaborating with classroom teachers and of
developing projects to extend children’s learning through artistic expression. In Reggio
preschools, teachers perceive that art can be seen as symbolic representations. As a
graphic language of children, art cannot be separated from the rest of the curriculum
(Gandini, 1993; New, 1990). Therefore, art becomes the forefront of the curriculum, and
children use art as a medium to explore new knowledge, to represent their conceptual
understanding, and to document their developmental progress.
The emphasis on documenting children’s work is important to Reggio Emilia
teachers (Katz & Chard, 1996). Documentations in Reggio Emilia focus intensively on
children’s experiences, memories, thoughts, and ideas in the course of their work (Katz &
Chard, 1996). They include remarks, discussions, artworks, photographs, and any
artifacts which can represent children’s thinking and learning. The function of
documentations is to allow children to revisit, value, and rethink their works.
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Documentations also provide caring adults with opportunities to understand children’s
development, to see how they progress in their learning, and to consider the appropriate
instructions to support their learning.
In summary, the interweaving of child-centered curriculum, of teachers’
collaboration, of parental involvement, and of environmental support makes the Reggio
approach unique and outstanding among the early childhood education programs. The
Reggio approach also provides early childhood educators with a promising conceptual
framework of children’s art education.
The Reggio Approach in Taiwanese Early Childhood Education
In the 1990s, Taiwanese early childhood educators traveled to Italy and observed the
Reggio approach (Liu & Chien, 1998). They were very impressed by the child-centered
curricula in Reggio schools, and they introduced this approach to Taiwanese early
childhood education teachers when they returned from Italy (Liu & Chien, 1998).
Astounded by the levels of creativity the Reggio Emilia children had achieved, Taiwanese
early childhood practitioners and administrators started to study the psychophilosophy of
the Reggio approach, to revise their curriculum plans, and to attempt to adapt such an
approach to Taiwan early childhood education (Liu & Chien, 1998).
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When adapting educational programs into other countries, Firlik (1996) reminded us
of the need to consider thinking patterns, macrosocietial attitudes, and cultural
conventions within the different societal and cultural contexts. Taiwanese early childhood
education practitioners and administrators realized the difficulties in attempting to adapt
an educational model from Europe. Before adapting different approaches to education,
teachers’ attitudes and concepts about children’s learning and development must be
modified first (Firlik, 1996). In their efforts to adapt such approaches, workshops were
given to train teachers to implement the thematic or the project approach (Liu & Chien,
1998). In addition to the Reggio Emilia Approach, the constructivist learning theory was
introduced to Taiwanese early childhood teachers (Zhang, 2007). This theory was defined
as children constructing their own knowledge and values from interactions with their
physical and social world.
However, although the Reggio Emilia model had lots to offer in Taiwanese
childhood education, its influences were limited (Hsu, 2009). The lack of teachers’
training programs, of parental involvement, and of financial support, and of the
incongruence with traditional social values created by the Reggio model led to the model
being welcomed primarily in only urban schools (Liu & Chien, 1998). Although its
implementations were limited, teachers applied the Reggio Emilia model in their
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classrooms in terms of the development of curriculum, of art environments, of nonverbal
communication surroundings, and of collecting children’s art.
In developing curriculum, the child-centered teaching model, such as the thematic
approach or the project approach was gradually adopted in urban early childhood
education settings (Lin, 2007). The contents of curricula were not only oriented towards
children’s concrete experiences, but also towards community or cultural issues.
Influenced by the Reggio model, art learning environments in Taiwan were becoming
diverse and enlightened. Private early childhood education settings in Taiwan were
beginning to hire art specialists to work with classroom teachers, designing appropriate
art activities, and creating an environment which can inspire children’s art (Hsiao, 2003;
Lai, 2000; Lin, 2007). Teachers were encouraged to participate in professional
development addressing art training. Children were encouraged to use nonverbal
language, including dance, drama, drawing, painting, and clay modeling to represent their
thoughts and feelings. Although only a few schools had art studios, a variety of materials
were brought into classrooms to support children’s experiences (Lin, 2007).
Early childhood teachers appreciated the idea of creating environments with
nonverbal documentation materials. These nonverbal documentations revealed how
children planned, executed, and completed a certain project (Katz & Chard, 1996).
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Children’s artwork and transcriptions of their conversations were well-documented and
displayed attractively in the school halls. The display of children’s artwork made their
learning visible and became the best communication tool for children, teachers, and
parents (Hsiao, 2003). They promoted parents’ interests in their children’s learning, made
visitors aware of schools’ art programs, and exhibited the pleasurable process of
children’s learning.
In order to document children’s learning process and products, teachers planned to
collect and obtain children’s art products. Several methods of obtaining children’s
artwork included portfolios of two-dimensional work, photographs of three-dimensional
work, videotape recordings, observation sheets, summary reports (Hsiao, 2003), and
diary drawings. This allowed teachers to use children’s artwork and performance to
interpret their development.
Teachers’ Perceptions of Art
Teachers’ values, educational philosophies, educational backgrounds, cultures, and
perceptions of children influence their teaching styles (Lin, 2006; Vartuli, 2005).
Likewise, “Teachers’ understanding of and response to children’s behavior is influenced
by their own race and culture, gender, psychological factors, and professional
characteristics, such as training, experience, and attitudes and beliefs about teaching”
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(Ray, Bowman, & Brownell, 2006, p. 11).
Teachers’ perceptions determine their students’ art experiences. Perception can be
defined as a belief or opinion, often held by many people and based on how things seem
(Cambridge Dictionary Online, 2011). Teachers’ perceptions of art can be referred to
general beliefs or opinions teachers hold for art and art education. As Arthur Efland
(1995) proposed, “what people believe about art and its value is likely to affect whether it
is taught or not” (p. 25), teachers’ methods of teaching art could be deeply influenced by
their differing perceptions and cultures, as reflected in their curriculum plans, their
instructions, and their interactions with students (Bussis, Chittenden, & Amarel, 1976;
Grauer, 1998; Rusher, McGrevin, & Lambiotte, 1992; Vartuli, 2005).
Richmond (1993) declared that good teachers implement their art activities based on
their own refined beliefs about the values and purposes of art education. However, just
because some teachers have appropriate perceptions of art, this does not guarantee that
they are able to implement an appropriate art curriculum (Richmond, 1993). In Taiwan,
most preschool teachers are solely responsible for developing and implementing their art
curricula. Only limited art courses are offered to pre-service teachers’ training programs.
Fan (2003) reported that because of a lack of such programs, teachers were not able to
practice art teaching methods based on their values and beliefs.
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Lai (2000) conducted a qualitative research study to investigate 14 kindergarten
teachers’ beliefs and attitudes about art and developmentally appropriate art in the
northern part of Taiwan. Results showed that most of these teachers emphasized the
importance of creativity and art appreciation when teaching art. However, observations of
the classrooms reflected the fact that teachers tended to have a high degree of control in
their classrooms and offered children few opportunities to freely express themselves. This
study also revealed that public kindergarten teachers provided more art learning
experiences to children than private kindergarten teachers. Teachers with higher
education also tended to offer more developmentally appropriate art activities in their
classrooms than those with less education. All participants voiced the opinions that they
need additional training sessions to provide meaningful and higher quality art programs
to young children. However, little is known about the relationships between teachers’
views of teaching art and their practices in classrooms.
In addition, Hsiao (2003) used both qualitative and quantitative analysis to examine
Taiwanese early childhood education teachers’ perceptions of children’s art learning in
Kaohsiung City and County. The results in her findings revealed that teachers were
guided by the Ministry’s Kindergarten Curriculum Standards (1987) to implement their
art programs. All participants reported that art could enhance children’s development and
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that adults could understand children’s intended meanings of their art and predict their
mental growth from their artwork. These participants also asserted that art activities
should be integrated into academically based curricula, using both teacher-directed and
child-directed approaches. Even though most of the teachers in this study expressed that
they enjoyed providing children with art activities, they could not give children
comprehensive art activities due to their limited knowledge, space, time, and budget.
Both Lai’s (2000) and Hsiao’s (2003) studies revealed that Taiwanese preschool
teachers appeared to have vague perceptions of art education. Although the benefits of art
for young children had been recognized and valued by many teachers, children’s art
experiences tended to be inauthentic. Teachers used either teacher-directed or childdirected approaches to implement their art curricula, but a discrepancy between teachers’
art perceptions and their actual practices existed. These studies also revealed that teachers
need more comprehensive knowledge and training to implement art programs. However,
limited research has been done in this area among Taiwanese teachers.
The Factors Influencing Teachers’ Perceptions
Art education preparation and skills. Teachers’ insufficient knowledge and
limited training in art education make it hard for them to offer comprehensive and
appropriate art learning experiences to students (Hsiao, 2003; Lai, 2000). Galbraith
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(1991) used qualitative research methods to examine elementary school teachers’ art
knowledge. She found that many elementary school teachers had limited art backgrounds,
and their perceptions about art could be attributed to their own earlier art education
experiences. Their prior knowledge, gained in their own elementary school art
experiences, was thus related to their understanding of art. Nelson (1996) and Denton
(1998) used descriptive methods to investigate elementary teachers’ methods of teaching
art, and both studies revealed that teachers had limited art knowledge to teach art
adequately.
Bresler (1994) compared teachers with different professional art backgrounds and
found that classroom teachers with limited art backgrounds tended to implement an openended and student-centered approach, but teachers with sufficient art training were more
likely to use higher order teacher-centered strategies. They usually provided students with
“art-related knowledge and techniques as well as conceptual evaluation and feedback” (p.
97).
Sue (2007) used both quantitative and qualitative methods to investigate teaching
practices of art specialists in public and private kindergartens in Taipei City. Sue found
that the content of art activities depended on the individual art teachers. Sue further
explored two veteran art specialists’ practices and detected the factors impacting their art
43

practices. One participant valued the acquisition of students’ art skills and adjusted her
teaching to their capabilities, hoping to boost their learning experiences with various art
activities. Another participant focused on children’s creativity and provided curricula and
instructions according to their learning styles. Both Bresler’s (1994) and Sue’s findings
(2007) suggested that teachers with different education and training backgrounds would
have different teaching perspectives and would implement different teaching styles. Sue
(2007) reported the factors affecting the participants’ teaching practices, including their
own early experiences, parents’ viewpoints on art, and support from colleagues.
Parents’ viewpoints on art. Parents’ academic expectations could influence
preschool teachers’ art perceptions and practices (Sue, 2007). In the past, many
Taiwanese parents paid attention to children’s cognitive development and did not
consider art as a vital subject. Instead of exploration of and discovery of art, artists, and
artwork, classroom teachers often used art as a vehicle for leading children to learn other
subjects (Lin, 2007). Art education was used to provide tools and materials for activities
in language arts, sciences, social studies, and mathematics, and it failed to offer students’
opportunities to appreciate aesthetic and cultural values.
Taiwanese parents tended to appreciate the results of children’s art products rather
than their learning process (Hsiao, 2003; Lai, 2000). To meet parents’ needs, teachers
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collected children’s art products by taking photos or using art portfolios. Some teachers
modified children’s art products or helped students to finish them. Teachers did not
examine their students’ work carefully in order to gain understanding of their
development nor informed parents of the importance of children’s art (Hsiao, 2003; Lai,
2000). As a result, parents hardly considered art as an important path of learning and paid
less attention to children’s art.
Today, preschool teachers have started to educate parents that art is another language
for learning, and that art can promote children’s symbolic development (Sue, 2007).
Parents also are taught that art is an excellent context for promoting children’s cognitive
abilities, including complex reasoning and creative problem-solving skills. Parents have
gradually adjusted to the idea that the process of engaging in art is more important than
the final product (Sue, 2007). Parents’ viewpoints toward art have changed, and teachers
are able to offer children enough time and materials to explore different art activities.
Colleagues’ support. “Teachers who work in isolation leave no traces. It is teachers
who work together have an impact” (Fu, Stremmel, & Hill, 2002, p. 118). Teachers’
perceptions of art are constructed by themselves. In many preschools, teachers have
ample opportunities to collaborate with other colleagues, including classroom teachers or
art specialists. When teachers collaborate, they can have a “mutually beneficial
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relationship based on contributions of individuals to a whole” (Yang, 2005, p. 19) and can
attain professional growth.
Inspired by Danko-Mcghee’s and Slutsk’s (2003) study, Goldsmith-Conley and
Bales (1994) explained the collaboration between a classroom teacher and an art
specialist who explored the discipline-based art education approach used in early
childhood education settings. These researchers provided information about how and
what early childhood art practices could be implemented in educational settings in
sophisticated ways. The researchers found that through the teacher’s and specialist’s
collaboration, they helped children gain additional exposure to art and aesthetic inquiry.
The kindergarten teacher gained new knowledge and insights about art concepts and art
media, and the art specialist learned about how to provide young children
developmentally appropriate practice.
In summary, research done by Bresler (1994), Denton (1998), Galbraith (1991),
Goldsmith-Conley and Bale (1994), Hsiao (2003), Lai (2000), Nelson (1996), and Sue
(2007) indicated that preschool teachers’ perceptions of art can be influenced by many
different factors and can significantly determine their implementation of art programs in
the classroom. However, the relationship of teachers’ perceptions to children’s art
experiences in classrooms is still unclear. Research is needed to investigate how
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preschool teachers’ perceptions of art influence their teaching of art.
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Chapter3—Methodology
Research Design
Emerging from phenomenological inquiry, the complex picture of human behaviors
determined by beliefs, perceptions, and attitudes of individuals (Thurber, 2004), is not
easily detected or easily documented by quantitative research methods (Lai, 2000). For
this reason, this study used qualitative methods which are descriptive, inductive and
interpretative (Lichtman, 2006/2010). Such research methods can preserve the stories of
programs, organizations, communities, and people, and can potentially yield a deeper
understanding of what is being studied (Patton, 2002). A qualitative design for this study
proved to be the best method to understand teachers’ perceptions of art and to detect the
complex picture of culturally-driven teaching styles within their unique contexts (Lai,
2000).This research study was approved by the Institutional Review Board of the
University of Memphis (E08-238).
Research Settings
The research settings for this study were two preschool classrooms in central
Taiwan. Taiwan is a small island located off the southeastern coast of Asia. Thousands of
years ago, Taiwan’s uniquely important geographical location resulted in diverse aspects
in its political, economic, and cultural development (Discovery Taiwan, 2014). Besides a
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few native peoples, most of the population currently living in Taiwan is descended from
Mainland China. Mandarin Chinese, Taiwanese, and Hakka are the languages mainly
spoken in Taiwan (Lai, 2000; Pan, 1992). This study was conducted in Taichung, the
largest city in the central area of Taiwan, with a population of over 20 million. Taichung
was once the capital city of Taiwan during the Japanese colonial period and has been
given the lasting nickname “cultural city” since then.
The research was conducted in the affiliated preschool of L.P. (pseudonym) public
elementary school and in M. (pseudonym) private preschool. L.P. elementary school is
located in a rural, diverse, and disaster-impaired community, which was re-established
after the 921 Earthquake in 2001. L.P. elementary school consists of 24 classes from
preschool through sixth grade. The category of Arts and Humanities is established as part
of the school-based curricula in order to illustrate this school’s features and unique
characteristics. This elementary school also collaborates with local universities to provide
mentoring programs for university students from early childhood and elementary
education programs. The student population in this elementary school is largely
composed of children from the neighborhood.
M. private preschool is in a fast-growing community and consists of six classes with
2- through 6-year-old children. M. preschool subscribes to a project-approach curriculum
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and is known for its arts programs. One full-time visual arts specialist was hired to coteach with classroom teachers. Also, art studios in the school were established for
children to participate in art activities. The school works with the local universities to
support pre-service teacher education programs. The student population in this private
preschool comes from the entire city of Taichung.
Participants
I asked two preschool teachers whom I knew to participate in this study since
Hancock and Algozzine (2006) suggested that it is important to identify “those persons in
the research setting who may have the best information with which to address the study’s
research questions” (p. 40). As shown in Table 1, these two qualified preschool teachers
from central Taiwan were invited to participate in this study. My profession as a teacher
educator in a National University of Education gave me access to preschool classroom
teachers who were interested in developing art programs for young children. One teacher,
Mrs. Jin (pseudonym), is the head teacher of a classroom of 6-year-olds in L. P.
elementary school. She has been teaching in the public preschool for 15 years and earned
her Master’s degree in early childhood education.
Ms. May is the head teacher of a classroom of 5-year-olds in M. preschool. She has
four years of teaching experience and has a B.A. in early childhood education.
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Table 1
Participants’ Years of Teaching Experience, Degree, and Type of School
Participant

Years of teaching

Highest degree attained

Type of school

Master of Early Childhood

Public

experiences
Mrs. Jin

15

Education
Ms. May

4

Bachelor of Early Childhood

Private

Education

One Day in Mrs. Jin’s Classroom, L.P. Affiliated Public Preschool
In current Taiwanese society, public preschools generally become the major
educational system for young children from low-income and disadvantaged families to
receive high-quality care and education with low tuition. The regular school day runs a
full day program from 8:00 to 4:00. Because there is no district limit for preschoolers’
enrollment, most of the parents take their children to school on their way to work. Thus,
being a public preschool teacher, Mrs. Jin usually opens her classroom around 7:30 a.m.
(see Table 2).

51

Table 2
Daily Schedule of Mrs. Jin’s Class
Time
7:30~ 08:00

Schedule

Major activities

Free play

1.

Environment education
(cleaning, gardening)

2.

Free play

08:00 ~ 08:30

Physical time

Outdoor play or inside exercise

08:30~ 09:00

Morning snack

1.

Snack

2.

Cleanup

Learning areas/

1.

Learning areas

Thematic approach

2.

Thematic approach

3.

Circle time

4.

Cleanup

09:00~ 11:30

11:40~ 12:30

Lunch time

Setting tables

12:30~13:00

Cleanup

Cleanup

13:00~ 14:30

Nap time

Nap

14:30~ 15:10

Snack time/Free play

1.

Snack

2.

Outdoor time

3.

Learning areas

1.

Math, Language learning

2.

Free play

3.

Story time

15:10~ 16:00

Group time

The class of Little Mickey (pseudonym) is for four to five year olds. Twenty-eight
boys and girls including one child with special needs made up this class. After greeting
Mrs. Jin (pseudonym) and Mrs. Lee (pseudonym), the co-teacher, the children unpacked
their school bags, water bottles, and lunch boxes, placing them in their required cabinets,
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and then engaged in learning activities of their choice. Some children were working on
their reading journals, some cleaned the classroom with teachers, some took naps on the
tables, and some just walked around in the classroom. An art area, a reading area, a
manipulative area, and a dramatic play area were set up in this classroom.
A thematic approach was implemented in the L.P. Affiliated Public Preschool. In this
curriculum approach, children learn about specific themes that might be related to their
interests. At the beginning of the semester, teachers and students would decide some
themes together, and Mrs. Jin and her co-teacher would make anticipatory planning webs
and curriculum plans based on children’s interests.
In this semester, Mrs. Jin and her students decided to explore the theme of Candy.
The materials chosen and displayed in learning areas were exclusively related to Candy.
Diverse art materials and tools were provided in the art areas, and finished art products
with children’s names were posted on the bulletin boards or walls. The board games and
learning materials were prepared in the manipulative area, and some role-playing
costumes, props, children’s furniture, and glove puppets were prepared in the dramatic
play area. Books, word cards, and worksheets about the Candy theme were placed in the
book shelves. The cooking area was a newly established area with different kinds of
sugar, oil, nuts, dry fruits, ovens, and some cooking utensils. Candy recipes were also
53

provided in this area for children to make candies.
The morning snacks were served between 8:30 and 9:00 a.m. Cleaning up after their
snacks, Mrs. Jin gathered the children in the group time area, talked to them about what
they were going to do that day. The learning area activities related to the theme of Candy
were introduced to the children. On that day in the cooking area, Mrs. Lee asked several
children to observe and to document the results of sugar dissolution caused by varying
temperatures. Some children chose the art area to design candy packages or to use paper
clay to shape candies. In the dramatic play learning area, one boy pretended to be a
peddler and sold toys. Mrs. Jin encouraged those children to use toy money to play and
documented their play processes with photos. Some children in the manipulative area
played candy counting games. In the language area, the children read and wrote about
Candy with some help of their teachers.
Around 10:30, children went to the restroom and some drank water. Mrs. Jin
regrouped the children and read a candy poem. Mrs. Jin led them to discuss different
tastes and flavors of candy. The children and Mrs. Jin talked about children’s prior
experiences with candy. She asked them to draw pictures of their favorite candy, and then
she posted their drawings on a chart categorized by taste. She led them to count the candy
in each category and taught them how to read the chart. After group time, she took out
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several products children created in the learning areas and invited them to introduce their
work to class. Meanwhile, Mrs. Jin praised children’s creativity, and asked them to share
their discoveries. Children were encouraged to ask questions. Mrs. Jin wrote down the
children’s questions on the white board to promote in-depth discussions.
The time for thematic curriculum was finished before 11:30, and the children were
reminded to wash their hands before lunch. Under the supervision of two teachers, three
children were chosen to serve meals for others. While listening to soft music, most of the
children finished their lunch before 12:30. After the short cleanup time, nap time began
around 1:00.
Children were awakened around 2:30. After a light snack, the children were allowed
to read, to do worksheets, or to play in learning areas. Math, language, rhythm and music
activities, outdoor activities, and group discussions about thematic issues were planned
for afternoon classes. For those children needing extra help, both teachers tutored them
individually in the afternoon. Around 4:00, the children were asked to pack their
belongings and to get ready for dismissal. Some children stayed in the classroom to
attend after-school classes. Mrs. Jin led the other children who go home at 4 p.m. to the
school’s front door and waited for parents to take them home. As they were dismissed,
the children gave her warm hugs, and said “goodbye.” Mrs. Jin had brief talks with
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parents about their children and wished them well.
One Day in Ms. May’s Classroom, M. Private Preschool
A typical day in Ms. May’s (pseudonym) 4- to 5-year-old classroom started with her
cheerful greeting at 7:30 a.m. (see Table 3). Ms. May warmly hugged every child and had
a short talk with his/her parents, asking about each child’s health. Ms. Sweet
(pseudonym) was another classroom teacher collaborating with Ms. May to work with 14
girls and 14 boys.
In Ms. May’s class, most of the children arrived at school before 9:00. After
unpacking their backpacks, the children placed them into their personal lockers neatly.
Some children walked directly to the writing area, found their personal folders, and
signed in for their attendance. They wrote down the date and drew, marked, or wrote
some symbols on the paper to show their presence that day. They had choice of making
their one-day learning plan and select the learning areas or projects they wanted to work
on each day. After that, some children started to clean up tables, mop the floor, and water
the plants. Some children walked into the learning areas and engaged in their preferred
activities. Other children took naps and others chatted with their peers until 9:00.
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Table 3
Daily Schedule of Ms. May’s Class
Time
7:30~ 09:00

09:00~11:30

11:40~12:30

Schedule

Major activities

Free play

1.

Signup

2.

Free play

3.

Clean up classroom

Circle time, Learning area, and

1.

Group discussion

Project approach

2.

Learning areas

3.

Project approach.

1.

Setting tables

2.

Cleanup

Lunch time

12:45~14:00

Nap time

Nap

14:00~15:50

Snack time/Group time

Snack time/Cleanup

16:00~17:30

After school class

1.

English class

2.

Physical class

3.

Music class

1.

Art classes

2.

Environment education

3.

Free play

When Ms. May played music, the children stopped playing and talking, moved
toward the group area, and sat on the floor side by side. Ms. May and Ms. Sweet sat in
front of the children and introduced Peter Spier’s work, Rain, to the children. Then, Ms.
May helped children discuss the activities they did the day before and reminded them to
finish their work. She also introduced new materials in the learning areas and discussed
appropriate ways to use them. On this day, the instructions on how to sew incense bags
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for the Chinese Dragon Boat Festival were introduced to the children. Ms. May asked
several questions regarding the activity goals. Such questions included, “Who can tell us
how to cut two similar shapes of cloth in order to make an incense bag?” One child said,
“We can draw one piece first, cut it down, and used it to copy another one.” Another child
responded, “If you like to create a round one, you can use a big cap to draw the contour
lines twice and get two round shapes.” Another question Ms. May asked the children was,
“How can we draw your bag shape onto the cloth easier?” One child answered, “Draw
slowly.” Ms. May asked, “Is there a different way?” Some said, “Use markers,” and,
“Blue and black pens can make the lines clearer.” After these discussions, she wrote their
responses on the white board. She also announced that she will be in the creative art area
to help them make their incense bags. After these group discussions, the children had a
choice to engage in different activities.
The curriculum model in the Ms. May’s preschool is based on the project approach.
Before the very beginning of a semester, two teachers discussed their class curriculum
goals described by the school policies. The projects were developed according to
children’s interests. In this semester, nine learning areas were arranged in Ms. May’s
classroom: a writing area, a language area, a computer area, a dramatic play area, a
creative art area, a science area, a block area, a sewing area, and a manipulative area. The
58

project presented to the children’s literacy learning was Weather Poems. A block center
was offered to the children to help their cognitive, social, creative, and physical
development. Creating Human Figures was another project planned for the creative art
area. Baking Cookies was the major activity in the science area. Various learning
materials and educational toys associated with those projects were prepared for the
children.
At 9:30 a.m., most of the children started to play in the various areas. In the creative
art area, some children drew pictures and used various materials to collage their human
figures, and others started to design and to sew two shapes of their incense bags with Ms.
May’s help. In the block area, the boys and girls were engaged in dramatic play by using
small figures, toy cars, and a castle built by unit blocks. In the language area, some
children read books, and some drew pictures about the weather. After finishing their
drawings, the children showed them to the teachers. Ms. May asked them to talk about
their drawings and wrote down their stories. Four to five children played with educational
toys related to math, shapes, and colors in the manipulative area. Magnets, pulleys,
gearwheels, and lights were prepared for the children to play with in the science area and
four older children were asked to bake cookies in the science area with Ms. Sweet.
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Around 11:30 a.m., the children started to clean up the learning areas and came to
their circle time area. Both teachers invited the children to show their products to the
group, and Ms. May displayed the children’s incense bags in the creative area. When the
children asked questions, Ms. May asked all the children to search for the solutions to
their problems by writing their questions and solutions on the board. Then, the children
got ready for their lunch, they all ate their lunch, and most children finished their meals
before 12:45.
After taking a brief nap, a light snack was served before the children’s English,
physical or music classes that were taught by some part-time specialists. After these
classes, the children played outdoors. Around 4:00 p.m., the children packed their
belongings and waited for their parents to take them home.
Description of the Research Procedure
Before the research started, I talked to the two teachers and explained the nature of
the study. The cover letters were sent to the two teachers inviting them to participate in
the study. After my first meetings with them, I asked them to sign the consent forms, and
confidentiality was guaranteed. I obtained the two teachers’ curriculum vitae or teaching
portfolios to better understand their educational backgrounds and their personal interests.
In the beginning, the semi-structured questionnaire (see Appendix A) was distributed
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to the teachers, which would allow them to clarify their understanding of these questions
before the formal interviews were conducted. The questionnaire came from one previous
study (Lin, 2006) and was modified to elicit the teachers’ responses. In this study, the
credibility/validity of the questionnaire was ensured by member checking (Lichtman,
2010), and the participating teachers and the researcher reached a consensus in terms of
analysis of teachers’ responses. I scheduled the interviews in each teacher’s classroom.
The entire interview sessions were tape-recorded, and they were done in Mandarin to
make both teachers feel comfortable. I observed each teacher once a week over the
course of six weeks.
All of my classroom observations were video-recorded, and the field notes and my
own journals were made after each observation. Teachers’ journals, lesson plans,
classrooms photos, and children’s art products and art portfolios were collected.
Data Collection
Multiple sources of data were collected for this study, including semi-structured
teacher interviews (see Appendix A), observations, photos, videotapes, children’s art
products, and multiple artifacts including portfolios. The following described each data
collection procedure.

61

Semi-structured teacher interviews. Semi-structured teacher interviews provided
the bulk of the data for this naturalistic qualitative study (Patton, 2002; Taylor, Wilson,
Kaneda, & Ogawa, 2000). As Spindler and Spindler argued (1987), interviews provide
the researcher opportunities “to collect and elicit the nature view of reality and native
ascription of meaning to events, intentions, and consequence” (p. 4). A semi-structured
questionnaire (see Appendix A) was designed to guide me during the interviews and to
help maintain focus on the topic of this study (Yin, 2003). All the interviews were audiotaped and transcribed in Mandarin by me. Since all interview conversations were in
Mandarin, a translation into English was done later by me. One Taiwanese educator with
strong child development and bilingual background verified my translation of Mandarin
into English and transcripts were analyzed inductively.
Observations and field notes. Miles and Huberman (1994) stated that a qualitative
research is “essentially an investigative process…A key strength is that by observing the
actual behavior of individuals in their natural setting, a much deeper and richer
understanding of such behavior is possible” (p. 37). Thus, observations were designed in
this study to gather further evidence and insights about the two participants’ art practices
in the classroom. One day a week over the course of the six weeks, I observed the
teachers and took field notes. There were 18 hours of observations made on each
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participant’s classroom. I conducted six video recordings of each participant and the
purpose of the video recording was for me to capture the teachers’ interactions with
children. All the video tapes were transferred from camera to my computer. Field notes
were typed and complied in my computer. Once the field notes were typed, the data were
transcribed. Following the transcription process, I read and reread the data in order to
identify prevailing themes (Lichtman, 2010).
Curriculum plans and teaching journals. The purpose of collecting teachers’
curriculum plans and teaching journals was to examine the curriculum goals, activities,
and materials they used during the semester. These curriculum plans reflected the
teachers’ pedagogical philosophies, and their teaching journals recorded their students’
activities and experiences and also included their reflections about teaching.
Researcher’s journal. Qualitative researchers are encouraged to record their
thoughts as part of the research design (Lichtman, 2006/2010) and I utilized journal
writing to promote my reflective thinking. At the end of each observation, I reflected on
what I had seen, heard and felt. Sometimes, my reflections also included questions and
comments from the teachers.
Multiple artifacts. Besides video recordings, field notes, two teachers’ curriculum
plans and teaching journals, photos, and the children’s art products were also collected.
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“Photography is a dynamic representational system that use signs to produce and
communicate meaning--just as we do when we use words to speak” (Moran & Tegano,
2005, p. 2). I asked the teachers to take photos that represented their ways of teaching art
according to their own views. I took more than two hundred photos in Mrs. Jin’s
classroom and 52 photos in Ms. May’s classroom.
Data Analysis
In a qualitative study, data collection and analysis occur simultaneously (Erickson,
1986; Lichtman, 2010). Data analysis of the study began with the first interview and
continued throughout the process of the collecting of data. Analysis included the process
of reducing the data, organizing what was there into patterns, themes, and categories, and
finally drawing conclusions (Lichtman, 2010; Miles & Huberman, 1984; Patton, 2002).
In this study, data reduction consisted of organizing the data around the research
questions and important issues generated from the insights provided by the teachers’
responses to the semi-structured interviews, and the related literature.
Data were coded and categorized by using qualitative analysis methods (Lichtman,
2006/2010) that consist of the following six steps: (a) “initial coding, (b) revisiting initial
coding, (c) developing an initial list categories or central ideas, (d) modifying the initial
list, (e) revisiting categories, and (f) moving from categories to concepts (themes)” (pp.
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168-170). Throughout the analysis, I reviewed the data to develop assertions based on
evidence, and these assertions also were reviewed and revised to fit the new data (Shaffer,
2004).
Since all the interview conversations were in Chinese, a translation into English was
completed by me. One Chinese bilingual educator reviewed the responses, reaching a
consensus on translation (Izumi-Taylor, Ito, & Gibbons, 2010), and the teachers’
responses were analyzed and coded (see Table 4).
The field notes from the classroom observations were analyzed after the classroom
observations. My reflections were written down based on my observations and other data.
The teachers’ curriculum plans and teaching journals were also analyzed. When
reviewing the content of the interviews, the curriculum plans and teaching journals
helped me identify the relationships between the teachers’ perceptions of visual arts and
what they actually taught in the classroom. My photos of the classrooms and the photos
taken by the teachers were carefully chosen as illustrations for the teachers’ teaching
environments and the children’s artwork. Data from the interviews were extrapolated to
establish the relationships with existing data in order to form new codes. All data and
subsequent coding systems were analyzed and discussed with one experienced researcher
who possesses extensive knowledge in early childhood education to reach a consensus on
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the coding and categorization of the data.
Reliability and Validity
To enhance the validity and reliability of research findings, triangulation was used in
this qualitative study. Creswell and Miller (2000) defined triangulation as “a validity
procedure where researchers search for convergence among multiple and different
sources of information to form themes or categories in a study” (p. 126). Gall, Borg, and
Gall (1996) further noted that multiple data-collection methods, data resources, analysts,
or theories can be used to establish a valid proposition through a triangulation process. In
this study, I engaged in multiple data-collection methods, such as video recordings,
taking field notes, conducting teachers’ interviews, observations, obtaining documents,
and writing my journal. Peer researchers were invited to interpret the data at different
times to improve the analysis and to eliminate possible biases in this study. At the
conclusion of the analysis of data, I discussed the results of my data analysis with the
participants to validate the results. Such discussions are referred to as member checking
or inter-rater reliability, and “they can verify their interpretations by having others look at
the data and go through the same process” (Lichtman, 2006, p. 17). The teachers agreed
with my analysis of the data.
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Chapter 4—Results
In this chapter, an analysis of data collected from this research was presented. Data
from semi-structured teacher interviews (see Appendix A), direct observations,
videotapes, field notes, two teachers’ lesson plans, their journals, the children’s artwork,
the children’s portfolios, and the photos taken by me were analyzed, color-coded, and
categorized according to emerging themes.
The following themes emerged: (a) integrated curriculum, (b) learning
environments, and (c) collaboration. The integrated curriculum refers to the materials and
pedagogical strategies used by teachers to organize their instruction so that students are
encouraged to make meaningful connections across curriculum areas (Clayton, Hagan,
Ho, & Hudis, 2010). Environment in Merriam-Webster Dictionary (1989) is defined as,
“surroundings or associated matters that influence or modify a course of development”
(p. 204). The learning environment refers to the whole range of components and activities
within which children’s learning happens (Edu Tech Wiki, 2012). Collaboration in
Merriam-Webster Online Dictionary (2013) is defined as, “working jointly with others or
together especially in an intellectual endeavor.” The themes were discussed accordingly.
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The Integrated Curriculum
As shown in Table 4, the integrated curriculum was mentioned by both teachers
when asked to talk about their programs. They appeared to use this approach when
teaching and planning activities for their students. Each teacher’s approach was presented
separately.
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Table 4
Questionnaire Results
Themes emerged from responses

Mrs.
Jin

1. What is your philosophy of teaching art to preschoolers?
Integrated with curricula
Sensory experience oriented
Child-centered programs

*
*
*

2. What kinds of teaching program(s) do you use to teach your
students?
Thematic approach

*

Project approach
Learning areas
3. Approximately how many hours per week do you spend
planning your lessons?
Every day without stipulating
Two hours a week
4. What kinds of preparation do you do?
Curriculum plans
Background knowledge study
Teaching resources (human resources, space, materials, time,
books, photos, etc.)
5. What kinds of environments do you provide for your students
to engage in art?
Clean and neat
Organized
Having visual stimuli
Rich materials
6. How do you get young children to be interested in art?
Welcome environments
Visual stimuli (children’s artwork, pictures books, art books,
etc.)
Hands-on experiences
Field trips (including visit to galleries or live shows)

*

Ms.
May
*
*
*

*
*

*
*
*
*
*

*
*
*

*

*

*
*
*

*
*
*

*
*
*
*
*

*
*
*
*
*

Table 4 (continues)
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Table 4 (continued)
Themes emerged from responses

Mrs.
Jin

Ms.
May

*
*

*
*

*

*
*

9. What kinds of reactions do you notice among your students
when you teach them about appreciation of art?
Surprised
Interests

*
*

*
*

10. What is it that you want your students to learn through art?
Beauty in life
Imagination
Creativity
Observation
Appreciation
Expression

*
*
*
*
*
*

*
*
*
*
*

7. What kind of classroom environments do you think can
promote your students’ appreciation of art?
Free for exploration environments
Welcomed climate
8. How do you promote your students’ appreciation of art?
Talking about arts (children’s creation and masterpieces)
Bring in art materials or activities (including art books, artists,
visits to art galleries, etc.)

Graphic representation
Art skills

*
*

11. How often would you like your preschoolers to engage in art
activities?
Daily (following children’s interests)
Why?
Emotional relief
Expression

*

*

*
*
Table 4 (continues)
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Table 4 (continued)
Themes emerged from responses
12. What do you consider to be the most difficult aspect(s) of
teaching art?
Promoting art skills
Creating activities design
Preparing materials

Ms.
Jin

Ms.
May

*
*
*

*
*
*

Promoting children’s interests
Analyzing children’s projects
13. What do you do to improve your teaching skills?

*
*

Self-educated programs (study, workshop)
Discussions with colleagues
Educational mentoring sessions
Supervision from art specialists
14. Can you describe what the ideal art teacher should be?
Having professional art backgrounds

*
*
*

*

*

Having early childhood education knowledge
15. How do you feel about teaching art to your students?
Interesting
Exciting
Developing as a teacher
16. What kinds of art professional development sessions do you
attend?
Arts for young children

*

*

*
*
*

*
*
*

*

*

Arts and life
Visual art education
Appreciation and creation of paintings
Chromatics
Theory of color vision
Arrangements of learning environments
Pottery
Clay creation
Woodwork introduction

*
*
*

Arts workshops

*
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*
*

*
*
*
*
*
*
*

Mrs. Jin
When asked to discuss her philosophy of teaching art, Mrs. Jin said, “We use a
thematic approach, we need to interact with children and discuss their interests with
them.” My analysis of Mrs. Jin’s curriculum plans revealed that at the beginning of each
semester, she and her teaching partner discussed and designed curriculum plans based on
their students’ development and prior experiences. The anticipatory curriculum plans
including themes, curriculum goals, and curriculum contents were modified with regards
to children’s interests and needs. In my interview with Mrs. Jin, I found a child-centered
model was valued, and most of the time, the students in her classroom voted and decided
on what themes they wanted to explore. After discussing these themes with her students,
Mrs. Jin created concept maps, organized curriculum contents, and planned appropriate
instructions to scaffold students’ learning (see Figure 1).
The curriculum goals included: Bodily- Kinesthetic and Heath, Cognitive, VerbalLinguistic, Social, Emotional, and Aesthetics categories which were respectively
established by the Ministry of Education (2013). When studying about candy, her
students asked many questions, including (a) Where does candy come from? (b) What is
candy made of ? and (c) What kinds of candy do children like best? Initiated by these
questions, Mrs. Jin webbed the concept maps and made her curriculum plans. As shown
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in Figure 1, she helped her students investigate packages, styles, types, and flavors of
different candies. The children also studied the ways to produce different candy, the
places to sell candy, and the health problems caused by candy.
In Mrs. Jin’s class, art activities were integrated with the other curriculum areas to
expand children’s learning experiences. These activities were creating candy wraps,
designing and making candy boxes, making paper candy canes, and designing and
decorating their candy shop. Mrs. Jin created the curriculum goals within the Aesthetics
category to develop her students’ aesthetic abilities, including (a) to use essential art
materials to create children’s own work and to support their creativity, and (b) to
appreciate and describe their visual art. The students examined the questions about
decorating candy crafts in the classroom, designing the candy containers, and shaping the
candy into canes to celebrate for the Christmas holiday (see Figure 2-6). The integrated
activities including opening a candy shop, making candy products, and selling their own
products were also developed to provide the children with an opportunity to apply their
learning experiences in a real-life context.
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Figure 1. Web of candy theme.

Figure 2. The theme of the curriculum, Candy.
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Figure 3. Children designed and created candy artwork.

Figure 4. Child-made Taiwanese type lollipops.
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Figure 5. The children created paper candy canes for Christmas decorations.

Figure 6. The children created paper candy canes for Christmas decorations.
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To implement integrated activities, Mrs. Jin used real objects, photos, and films or a
live performance to provide her students sensory exploration opportunities, to enforce
their concrete learning experiences, and to extend their thinking. One example of Mrs.
Jin practicing her integrated curriculum when introducing flavors and types of candies
to her students was documented in her teaching journal dated from November 2nd to 4th.
She noted:
After inviting the children to bring different candy to school, I let them introduce
their candy and taste them. I asked the children to express how they felt about the
candy and let them vote for the most popular candy in the classroom.
In order to support her students in understanding different kinds of candy, Mrs. Jin talked
about candy and created a chart (see Figure 7). Figure 7 indicated how Mrs. Jin integrated
the theme of candy through a chart that showed various kinds of learning concepts,
including writing, reading, numbers, order, tasted, people’s preferences, etc.
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Figure 7. The children voted for their favorite candies.

Another example was evidenced from Mrs. Jin’s interview responses. While talking
about the onset of her previous curriculum, Shadow-Puppets, she said she gave her
students opportunities to enjoy the shadow-puppet theatre performed by some older
students in a community primary school. She recalled:
Children have not had a chance to see a live shadow-puppet show before. After
watching a formal performance by older children, some children were astonished
and excitedly discussed what they saw during the group time, saying “Teacher, I saw
some lights flashing.” “Woo, there were different colors on puppets!” or “Those
puppets were changeable!” During the show time, I found the children were focused
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on and enjoyed the performance. They were attracted to the puppets.
Afterwards, the children watched several hand-shadow films provided by Mrs. Jin,
and all were excited and amazed by those films. Mrs. Jin said, “The children started to
play with their hands and to create their own hand-shadows. They tried to act out what I
taught them before, and to assimilate their prior experience with their current one.”
When asked about the ways to integrate an art program into the curriculum, Mrs. Jin
replied, “Children expressed their ideas through art.” She also said:
Illustrated by the live puppet show and films, children’s aesthetic experiences were
inspired. They discovered the connection between lights and shadow. They used
walls as the screen and used different light resources, their hands, and props to
experiment with various shadows. At the end of the curriculum, they made up a
story, wrote the script, and performed a shadow puppet show for their parents and
schoolmates. We all enjoyed and appreciated the experiences this curriculum
brought to us.
In the course of this implementation, Mrs. Jin found some ways to support children's
learning by providing them with opportunities to create their puppets, to tell their story,
and to perform (see Figure 8). Moreover, they developed an appreciation for the art by
other people, and they were able to express their own thoughts and feelings through art.
79

Figure 8. The shadow puppet show in Mrs. Jin’s class.

Ms. May
The integrated approach was also used in Ms. May’s classroom. When asked about
her philosophy of early childhood education, she stressed that the curriculum plan should
be formed from “children’s interests.” “Teachers should provide children with integrated
experiences and support their individual development with various strategies and open
programs,” said Ms. May. She implemented her school’s curriculum using the project
approach. At the beginning of each semester, she was required to use the pre-established
curriculum goals to plan project activities. When asked to share her expectations she
wanted her students to learn, she wrote down the following objectives:
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(a) To enrich children’s imagination and creativity, (b) to strengthen their
observation skills and art appreciation experiences, (c) to empower their emotional
expressions and communication skills, (d) to foster their capabilities of graphic
representation, and (e) to nurture their artistic skills in utilizing materials.
Her expectations appeared to be related to her integrated approaches to teaching.
Another evidence of her integrated approaches to teaching came from her
curriculum plans. In Ms. May’s 2012 spring curriculum plans, the art activities of
drawings, paintings, collages, molding, printing, fiber art, paper folding, and sculpting
were included. The activity goals of folding paper included in her curriculum were as
follows:
Children should be able to (a) fold the basic shapes, such as a triangle or a rectangle,
(b) fold different shapes and create collages, (c) assemble folding papers with
drawings or paintings, and (d) compose different paper folding products to create
artwork.
It seemed that Ms. May planned her visual art program in detail and attempted to use art
as a tool to nurture children’s artistic growth through the use of integrated approaches.
She established her curriculum goals in concert with the Preschool Activities and
Curriculum Guidelines Working Edition to cultivate children’s aesthetic abilities of
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Exploration and Perception, Expression and Creation, and Response and Appreciation
(Ministry of Education, 2013) which recommended the use of integrated teaching
approaches.
Ms. May asked many questions to challenge her students’ thinking skills and to
encourage them to observe. An excerpt from my observation of May 10th, 2011, showed
that:
Ms. May noticed her student with the pseudonym of Sharon in the art area working
on her collage of her mother using glass balls. Ms. May sat beside her, pointed to the
glass balls stuck on the paper, and asked Sharon about her work. Sharon responded
to her teacher by saying, “Those balls represent the legs of the figure.” Ms. May
smiled and asked her, “How many glass balls did you use for one leg?” The girl
counted and answered, “Eight for one leg.” Ms. May kept on asking her, “Eight balls
for one leg, and how many glass balls did you use for doing two legs?” Sharon
counted the glass balls one by one and answered, “Sixteen.” Ms. May nodded her
head and said “Great! You used eight balls for one leg and sixteen balls for two legs”
(see Figure 9). At that time, several glass balls fell from the paper and Sharon
complained, saying “Those glass balls were hard to glue on the paper.” Ms. May
asked the children in the art area, “Who can share your solution to Sharon’s
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problem?” One boy said, “Two sided tape could be workable.” Another boy
recommended, “Foam tape would be more effective!” After trying these suggested
solutions, Sharon was able to work out her problems.
This present observation indicated how Ms. May promoted her students’ thinking and
problem-solving skills through the use of integrated teaching approached.

Figure 9. Sharon’s figure design on paper next to her final work.

Another example of Ms. May using learning area activities to implement her
integrated program was communicated in her weekly journal dated April 4th to 8th, 2011.
She wrote:
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After leading the children to explore the combination of geometric shapes, they
became more capable of recreating their art pieces. They started to combine four
trapezoidal blocks to create a petal and to put two diamond blocks and two triangle
blocks together to make a hexagonal petal. I am planning a cake cutting activity to
develop children’s concepts of shapes. For examples, the children will learn two big
trapezoids form a hexagon, and each trapezoid can be divided into three small
triangles…and so on. I think I should encourage the children to work on pattern
blocks and to draw their creations on the worksheets.
Ms. May’s use of the integrated approach was also illustrated by the following
practice according to my observation notes dated May 31st, 2011:
Kam, (pseudonym) in the manipulative area used pattern blocks to assemble a
human figure. She traced the contour of one figure on a worksheet, and she showed
Ms. May her finished work. During the group time, Kam was invited to share her
traced work with the other children. Ms. May encouraged all the children to find the
particularities on Kam’s worksheet. One boy shouted, “I think the contour lines of
the figure were traced neatly. There was no space left among blocks.” Then, Kam
was asked to share her tracing skills with the whole group. Ms. May also wrote
down Kam’s explanations about her worksheet and thanked her for sharing.
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In the same day, she wrote her feedback on the weekly journal:
By tracing down the pattern blocks, the children’s creativity appeared to be
developed. The concept about geometric shapes was enforced, and fine motor skills
were sharpened. Making good use of teaching materials in learning areas can be
helpful to integrate the children’s diverse learning skills.
Likewise, my journal notes supported Ms. May’s assumptions about developing her
students’ skills. After a visit to Ms. May’s classroom, I wrote:
Metacognitive strategies were applied by Ms. May to develop her students’ higher
order thinking skills. Metacognitive strategies refers to the processes teachers design
for students to understand the ways they learn (Inclusive Schools Network, 2014).
She encouraged her students to make plans before they create their products. In the
course of children creating their work, Ms. May asked them what other kinds of
materials they could use to express their designs. These questions included: “The
face in your sketch is round. Can you find some materials to shape your figure?” or
“There is a big mouth on your design that cannot be found on your collage. Can you
find something like that?” Through the processes of thinking and planning, her
students were able to focus on their art work and to assess their products. Therefore,
the children who engaged in the Human Figures project were asked to draw sketches
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before using various materials to create their collages (see Figures 10-11).

Figure 10. My Mother (artwork by a girl aged 4 years, 6 months).

Figure 11. My Sleeping Mother (artwork by a girl aged 4 years, 7 months).
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Summary
Both teachers implemented integrated curriculum approaches, and when they spoke
of their philosophies of teaching art, they reported that children’s learning experiences
need to be integrated. They relied on children’s interests and developmental needs when
planning curricula. The data collected from the teachers’ interviews, their curriculum
plans, my observations, my reflective journals, and the participants’ weekly journals
indicated that these teachers appeared to implement visual art activities in alignment with
the integrated curriculum approach.
Both participants' curriculum plans and their answers to the questionnaires revealed
they implemented their visual art programs by interweaving children’s art learning
experiences into other curriculum areas using different strategies. Considering the
different curriculum models practiced in these two participants’ preschools, Mrs. Jin
appeared to plan her art activities by connecting them with the themes they studied, and
Ms. May tended to use learning area activities or projects to implement her art programs.
Both teachers preferred to ask questions to extend children’s thinking skills and to
lead them to observe, explore, and investigate the world around them. They inspired and
encouraged the children to solve problems by themselves. They looked for many ways to
use visual art to support their students’ learning across different content areas and to
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promote all aspects of their development.
Learning Environment
The learning environment refers to the whole range of components and activities
within which children’s learning happens (Edu Tech Wiki, 2012). The theme of learning
environment emerged through my observations, the teachers’ interview responses, photos
provided by the teachers, and their teaching journals. The two participants’ views of
learning environments were discussed.
Mrs. Jin
As shown in Figures12-15, the learning environment of Mrs. Jin’s classroom
appeared to be carefully planned to promote her students’ cognitive, language, creative,
and social development. She displayed various features of a thematic curriculum in her
classroom, including memory drawings, topic webs, charts, sketches and photographs,
data from field visits and interviews, etc. She encouraged the children and their parents to
bring in materials that might be helpful to what the children were studying (see Figure
16). The children’s works were displayed in every available space, including windows,
doors, floors, and ceilings. She appeared to use these displays to stimulate the children’s
learning experiences and also to show visitors about their current activities. When asked
about the reasons for her displays, she explained, “These concrete sensory experiences
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could promote the children’s thinking skills and help them to reflect on their learning.”
In keeping with the theme of providing the learning environment, Mrs. Jin stressed
that a neat, clean, and well-organized classroom was essential to inspire the children’s
aesthetic awareness and appreciation. She collected pastels, pencils, scissors, glues,
papers with different textures and colors, straws and a variety of recycling materials (see
Figures 17-18). She placed them on shelves and provided easy access to the children.
Mrs. Jin told me that she typically introduced each new medium to her students, but
occasionally she simply offered new materials on the shelves without introduction and
observed the children’s reactions. She noted, “A variety of art supplies should be ready
for them to freely explore and create. One can never know what children would do with
them after their exploration.” In an excerpt from my reflective notes dated October 3,
2011, I wrote:
Mrs. Jin thinks it is important to create an environment that belongs to the children.
However, I feel that her classroom was overwhelmed by its presentation of various
materials and children’s artwork. It might be better to have more space and room to
appreciate what she has in the classroom.
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Figure 12. A thematic display in Mrs. Jin’s classroom.

Figure 13. Another display in Mrs. Jin’s classroom.

90

Figure 14. Mrs. Jin’s classroom display.

Figure 15. Mrs. Jin’s classroom display.
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Figure 16. Materials donated by the children’s parents.

Figure 17. Recycled materials in the creative area

92

Figure 18. Open-ended materials placed in the creative area.

In her interview, Mrs. Jin explained that she believed an appropriate learning
environment could encourage children and develop their thoughts and feelings. She
commented:
An open space allows children to explore freely and to express how they really feel.
Within such a climate, children are more willing to explore their thoughts and
feelings through art. Teachers also should realize how children feel about the
displays in the environment, and know what they really like, what their difficulties
really are, and what kinds of experiences they tend to accept. Thus, I provide an
open and welcome environment to support the students’ art participation.
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Mrs. Jin also emphasized that teachers should “guide children to appreciate and to
explore the beauty of their lives.” One excerpt from her interviews illustrated this point:
Sometimes, I would put several plants in my classroom. I feel watching how plants
grow and change their shapes is so beautiful. I also hung a poster of Van Gogh’s
Sunflowers on the wall of the restroom. Children go to the restroom every day and
may have different feelings while seeing the same painting, so, I like to arrange
masterpiece reproductions around the children’s learning environment to inspire
their awareness of beauty. Being aware of art in the environment is so important.
Likewise, data collected from Mrs. Jin’s journals on November 21, 2011 revealed
that art awareness experiences for children not only occurred inside of the classroom but
also extended to outdoor environments. She wrote:
The cherry trees on campus were in blossom these days. They looked so gorgeous
and beautiful. Thus, I brought my students to see the trees and asked them to sketch
the trees. I was concerned that this activity might distract my students’ attention
from their current study, but observing our beautiful environment was indeed
valuable to them.
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Figure 19. Different architectural models displayed in Mrs. Jin’s classroom.

Guiding the children to appreciate cultural diversities was an important part of Mrs.
Jin’s curriculum and was observed from her classroom displays. As shown in Figure 19,
many architectural models were arranged in the art learning area. She expected her
students to appreciate the architectural beauties in different countries. Her students had
many opportunities to engage in holiday decoration crafts (see Figures 20-23). Mrs. Jin
designed her art projects according to the students’ cultures and their practical everyday
lives. She told me in her interview, saying, “The children need to appreciate different
cultures by engaging in various cultural holidays. The festival art projects are fun for the
children to work on and create a pleasing and exciting classroom atmosphere.” These
observations were also supported by her interview responses as follows:
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I brought several carnations into the classroom in early May. The children were
curious about the carnations’ beauty and asked questions about them. After school,
some children asked their mothers to buy and arrange carnations in their homes,
especially during the Mothers’ Day holiday. I hope the experiences I provide for my
students will impact their family lives and increase their appreciation of everything
around them.
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Figure 20. Christmas tree decorations.

Figure 21. Another holiday display.
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Figure 22. Hakka clothes.

Figure 23. Halloween party.
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Ms. May
Inspired by the Reggio Emilia approach, M. preschool was renovated (see Figures
24-27). The three-story building was painted white both inside and outside, and
consequently the school facilities and equipment look bright and colorful. As shown in
Figure 27, students’ art projects were displayed on the walls. Documentations of several
projects were also exhibited around the stairwells (see Figures 24-25). I was aware that
the owner of M. preschool, Mrs. Hua (pseudonym), has passionately devoted herself to
educational business management. She has successfully established her reputation as an
early childhood educator in central Taiwan. She requires the teachers in M. preschool to
attend arts and aesthetics classes, and promoting the high quality of children’s learning
environments was emphasized in her preschool.
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Figure 24. The documentations in M. preschool.

Figure 25. The documentations in M. preschool.
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Figure 26. The atelier in M. preschool.

Figure 27. The display of children’s products in M. preschool.
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Ms. May’s classroom appeared to be arranged in an aesthetically pleasing way.
Besides the walls, most furniture in the classroom was painted with white and all the
shelves or cabinets were functionally designed and customized for children’s utilization.
A couch, canopies, quilts, vases of flowers, real dishes, tablecloths, and several small
plants made her classroom look warm and inviting. Props and materials, placed in
accordance with colors or kinds, were authentic and rich in nature. The objects within the
spaces were not simplified, cartoon-like images that were assumed to appeal to children.
The documentation of the students’ latest accomplished project such as People Walk on
Bridges and Ships Sail under Bridges, occupied the largest space on the white walls. Ms.
May explained:
The documentation of their work helped the children to reflect on their prior
learning, and it also provided parents with ample opportunities to see their children’s
work. The project, People Walk on Bridges and Ships Sail under Bridges, was one
that the whole class was involved in during the last semester. My students and I were
proud of our work and enjoyed it very much. That is the reason why I keep on
posting our work in our classroom.
When asked about how to get young children to be interested in art projects, an open
and welcome learning environment with ample supplies was Ms. May’s response (see
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Figure 28). She said:
I would create a welcoming environment with lots of various art supplies, including
materials and tools for painting, making collages, modeling, sculpting, etc. I believe
children’s learning environments should be practically arranged and should be
clearly identifiable. For example, the creative area should be near the water, and the
reading area should be far away from noises. In order to inspire and encourage the
children to create, I prepare different kinds of materials, such as tapes, empty cans,
shells, dried flowers, stones, different shapes of pasta or seeds, etc. I also offer my
students open-ended or symbolic materials and a variety of tools and encourage the
children to use them to support their play. These materials were prepared according
to the curriculum goals and should be adjusted depending on the children’s interests.
When creating an appropriate environment, Ms. May focused on what motivated her
students to express their feelings and enjoy aesthetic experiences. In another interview,
she explained:
All the materials and supplements in my classroom should always be planned for the
children so they can see and reach them easily. I like to use glass jars of various
sizes as containers for materials in order to attract my students’ attention. I display
open books for the children to be exposed to pictures and photos. I also decorate my
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classroom with green plants. Artists’ introductions and their masterpiece
reproductions, beautiful pictures books, and interesting photo are also posted in the
classroom. Certainly, the children’s art projects are the most important display in my
classroom because they encourage them to reflect on their work.
Ms. May further mentioned:
Because of Mrs. Hua’s strong emphasis on learning environments, the school art
specialist, Mr. Shu (pseudonym), was requested to come into our classrooms
periodically and provide us with suggestions on how to improve our classroom
environment. I learned so much from Mr. Shu.
It seemed that Ms. May might have thought the ways she presented art materials
could enhance her students’ creativity. As shown in Figures 28 and 29, Ms. May appeared
to confidently create an environment with her administrator’s help and support.
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Figure 28. Art supplies in the creative art area in M. preschool.

Figure 29. The creative area in Ms. May’s classroom.
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Summary
The learning environments prepared by the two participants were well designed for
children to explore and to experience the joy of creating art. Both teachers appeared to
understand that how they arranged their environments could effectively lead their
students to explore and construct knowledge. Thus, various learning materials and high
quality art supplies were easily accessible to children. Every resource selected was
carefully considered, and an open welcome learning climate was established to encourage
students’ creativity.
Both participants used children’s projects, masterpiece reproductions, plants, and
home furnishings to beautify their classrooms. However, compared to Mrs. Jin’s
classroom, Ms. May’s classroom arrangement focused on cleanliness and warmth. The
all-white physical space made her classroom look bigger and brighter, and with the help
from the school and the art specialist, her students’ work, props, materials, panels, and
documentations were well-arranged. Mrs. Jin’s classroom, on the other hand, was
crowded with her students’ work and appeared to be lacking visual attraction.
Collaboration
Collaboration was another theme which emerged from the responses of the two
participants, their journals, and my observation notes. Data from the interviews revealed
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that a lack of personal knowledge and skills in teaching visual art made both participants
feel uncomfortable in teaching art. Both teachers searched for different kinds of
collaboration to implement their art programs. Each teacher’s strategies were discussed
below.
Mrs. Jin
In order to improve her skills in teaching art, Mrs. Jin collaborated with other
teachers when attending visual art workshops. In her interview, she commented:
Our school would invite art specialists to give lectures or to share their teaching
experiences with us. The lectures focused upon art teaching strategies and specific
art skills, including demonstrations. Last year’s thematic curriculum was about
Shadow Puppets so we invited primary school students to come to our school and to
perform their shadow puppet show for our preschool children. These young artists
taught us how to create shadow puppets, and I learned so much from these primary
school students. They even gave us some old puppets, which allowed my partner
and me to demonstrate them to our classes, and to inspire our students to create their
own puppets.
Also, Mrs. Jin had many opportunities to participate in the Immersed in Art, art
education programs at her school which was sponsored by the Quanta Culture and
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Foundation (see Figure 30). She said:
Art teachers in this program came to our school and taught us how to lead our
students to appreciate and to create art. The theme of the last year was Embracing
Van Gogh. The exhibition, films, and lectures were brought into the school to
develop our professional growth. It was really helpful.

Figure 30. Sixth graders Embracing Van Gogh’s work

In her interview, Mrs. Jin also shared:
If there were some teachers who were interested in the arts, we would have a reading
club together and share what we learned from each other. One of my colleagues who
loves to buy art books shared her collection with us. She told us about art activities
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from her books and shared her knowledge with us. She even loaned me some books
and encouraged me to teach, and I learned a lot from my colleagues. They helped me
so much and allowed me to become a good teacher.
The Early Childhood Educational Mentoring Project sponsored by the Ministry of
Education was another resource to support Mrs. Jin. In her journal reflection on
December 8, 2011, she noted:
Today was Professor Lin’s (pseudonym) educational mentoring day. She entered our
classroom and observed our teaching before providing us with specific advice. In
terms of our classroom setting, she recommended that we should not hang too many
children’s art work under the ceiling and on the windows because it limits natural
light and fresh air flow in our learning spaces. She encouraged us to display
children’s work on the shelves. In addition to the general art supplies in the creative
area, she suggested the use of natural materials including nuts, dry leaves, small
pieces of wood, or pinecones. Those suggestions were helpful and I shared them
with my partner.
Ms. May
The theme of collaboration was evident when Ms. May was asked to discuss the
ways she improved her art teaching skills. She responded in her journal:
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I read more books on visual arts, visited exhibitions, and participated in personal
aesthetic experiences. I also like to talk to the school’s art supervisor to improve my
teaching skills. The most important thing I find is for me to engage in different
forms of art activities which help cultivate my own aesthetic experiences.
In keeping with the theme of collaboration, an excerpt from my observation of June
24, 2011 showed:
Ms. May collaborated with her school’s art specialist, Mr. Shu (pseudonym), to
teach her students visual art. Mr. Shu was the full-time art specialist in M. preschool
and taught Ms. May’s students art classes at least once a month. One day, he
presented an activity entitled Human Portraits to her students. During the first 10
minutes of the class, he showed her students various kinds of masterpieces by Van
Gogh, Pablo Picasso, Paul Klee, Frida Kahlo, and Leonardo da Vinci. One YouTube
clip of female portraits was introduced to the children by him and told the children
to observe the colors, lines, compositions, and features of those pieces. Ms. May sat
with the children to listen to Mr. Shu’s session, documenting the children’s
reactions. After the introduction session, Ms. May assisted Mr. Shu in dividing the
children into five groups. Among each group, the children used different kinds of art
materials to create their own human portraits. Soft pastels were new materials to the
110

children; thus, Mr. Shu taught them how to handle them. Throughout the session,
Ms. May took photos of the children’s work and documented the descriptions of
their work.
Mr. Shu gave Ms. May’s students many more sessions, and she said that Mr. Shu’s
assistance and support were extremely helpful in teaching art. She told me after these
sessions:
Mr. Shu worked with us as a team member. He came into our classroom and
provided us with art-related suggestions every week. He helped us with how to
aesthetically set up our classroom, how to display children’s works, how to select art
materials, how to plan our art lessons, and how to document children’s work. He
was asked by Mrs. Hua (the director of Ms. May’s school) to identify the needs of
our art programs and to arrange art classes to improve our teaching skills. The
specific topics he chose included Children’s Graph Analysis, The Factors which
Influence Children’s Drawings, Creating and Appreciating Paintings, Chromatics,
Vision Theory, Environment Arrangement, Pottery, and Introduction to
Woodworking. He was also responsible for studio preparation and taught the
children art when we had already run out of our own ideas. When we had any
questions about visual art, we discussed them with our colleagues and with Mr. Shu
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in our monthly art meetings. Regarding visual art, he was the first person we
consulted, and the other teachers and our school policy were also very helpful.
Likewise, I made the following notes about Mr. Shu’s collaboration when I observed
him:
Ms. May saw Mr. Shu, the full-time art specialist, as a most helpful collaborative
partner while implementing her art curriculum. When she faced difficulties on
planning appropriate activities, she did discuss them with Mr. Shu and asked for his
help. Ms. May told me that Mr. Shu did not demonstrate his teaching directly but
gave some suggestions instead. He stimulated and enhanced these teachers’ thinking
skills to develop meaningful visual art programs for their own classes.
With respect to the help Mr. Shu’s provided, Ms. May further explained in her journal:
Mr. Shu prepared art supplies in the studio for us and the children to use and he
reminded us of where and how to find our teaching resources. Because of the
differences in each classroom’s curriculum, he was aware of developmental needs of
each classroom. He understood what we needed and planned a series of visual art
lessons, and his suggestions were developmentally appropriate. Because of his help,
we were able to construct our students’ knowledge of art through his suggestions
and guidance.
112

Mr. Shu, the full-time art specialist in M. preschool, provided not only children’s art
classes but also early childhood education teachers’ in-service training and instructional
suggestions. It seemed that the collaboration between Ms. May and Mr. Shu made her
feel comfortable to teach art.
Summary
As previously stated, collaboration is hereby defined as working jointly with others,
especially on intellectual endeavors. When teaching art, both teachers appeared to
recognize that it was important to gain new knowledge and insights from their colleagues.
They told me that collaboration could promote their ongoing professional growth. They
might be able to improve their teaching skills by reading art books, by participating in art
workshops, and by seeking collaboration with experienced art teachers and specialists.
Mrs. Jin shared that the art education programs sponsored by the big enterprise
institutions and the educational mentoring programs supported by the government were
helpful to her professional development. Ms. May tended to look for collaborative
support from in-service education programs, colleagues, and especially the full-time art
specialist at her school.
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Chapter 5—Discussion
The purpose of this study was to examine how two early childhood education
teachers’ perceptions of art influenced their teaching of art in Taiwan. This research was
guided by the following three specific research questions: (1) What are these two
teachers’ perceptions of teaching of art? (2) How do these teachers implement their art
programs? (3) How do these teachers’ perceptions of teaching of art influence their art
curricula?
The study consisted of the two preschool teachers who were purposely selected as
participants because they were interested in developing art programs for their students.
The following themes emerged from the analysis of the data: (a) the integration of
curriculum, (b) learning environments, and (c) collaboration. This chapter included the
findings, implications, limitations, and future recommendations of the study. Details of
the findings were discussed according to each research question.
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Discussion
Research Question 1
What are these two teachers’ perceptions about teaching of art?
Both teachers’ perceptions appeared to be related to the notion that children’s art
education should be integrated into the core curriculum plan. They viewed their art
programs as a means to develop their students’ artistic skills and abilities across the
curricula. They designed developmentally appropriate activities, used authentic
instructions, and prepared the learning environments to promote their students’ learning
and development. Mrs. Jin used the thematic approach to connect her students’ visual art
learning to their daily lives. These observations are supported by Chaillé (2008), stating
that teachers need to help students to see “the connections across the variety of
experiences that related to the big ideas underlying light” (p. 20). Ms. May preferred to
implement her visual art programs through the project approach and learning centers,
focusing on her students’ artistic development. Both teachers viewed that experiencing art
could promote the development of the whole child, and they perceived visual art as a
vehicle for learning and the way of processing information. They also appeared to think
that art appreciation and art creation were essential components of early childhood
curricula. They explained that art programs should develop children’s artistic abilities as
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described by the Ministry of Education (Ministry of Education, 2013), which stated that
children should be able to explore the environment, to express their thoughts and
feelings, and to appreciate everything around them.
Both teachers tended to think that a rich and aesthetic learning environment was
important for implementing their art programs. They told me that a nurturing
environment should provide necessary support and resources for inspiring and unleashing
children’s imagination and creativity. Physical spaces should be planned to promote
learners’ concentration and creativity, and to motivate them to explore and investigate
independently (Gandini, Hill, Cadwell, & Schwall, 2005; Mckellar, 1957). They talked
about how the classroom should be designed according to their students’ interests and
how teachers should encourage them to construct their knowledge. Hence, they appeared
to think that children should be exposed to beautiful visual art environments and have
opportunities to appreciate and to talk about art. To promote their artistic development,
children need to experience art in beautiful environments (Eisner, 1992; Montessori,
1967; Schirrmacher; 2002). Images and objects in the classrooms should be displayed
aesthetically to promote children’s aesthetic awareness. Similarly, Eisner (1992)
suggested that aesthetic experiences are “not limited to things in galleries and museums”
(p. 5). They can take place in common everyday places, including classrooms (Danko116

McGhee, 2009).
Mrs. Jin and Ms. May also discussed their insufficient abilities in teaching art. Both
of them looked for the best practices through internal and external support and resources.
To augment their lack of confidence in teaching art, the two participants sought any
opportunities and resources that could help them. They viewed collaboration with others
in their schools and communities helped them to become competent teachers (Annenberg
Institute for School Reform, 2004).
Research Question 2
How do these teachers implement their art programs?
These teachers appeared to implement their art programs through the use of
integrated approaches. In order to integrate their art programs into the curricula, both
teachers looked for ways to use visual art to support children’s learning across all content
areas. Although teaching models and curriculum plans were different in both schools, the
major visual art instruction strategies, including teacher-directed, child-directed, and
teacher-guided models or strategies (Schirrmacher, 2002/2008), were helpful to both
teachers in teaching art.
Mrs. Jin planned her visual art curriculum by following the thematic approach and
tended to use visual art as a way to allow her students to express their feelings and
117

thoughts. Her curriculum goals for teaching art were comprehensively established to
develop students’ creativity and aesthetic awareness. Teacher-guided and teacher-directed
activities were carried out often. The teacher-guided approach provided her students
opportunities to express their thinking, feelings or understanding of themes. Throughout
the course of activities, the children were able to make explicit connections across visual
art and the different content areas. To make connections, Mrs. Jin made efforts for her
students to “gain meaning and understanding when they are given opportunities to make
connections between what already exists in their current schema and what they are
learning” (Wynn, 2008, p. 61). Teacher-directed art activities were implemented in the
entire class or small groups to enforce children’s development and learning. She included
festivals and cultural activities in her curriculum plans, such as holiday crafts projects
into her art programs. Such crafts projects were mostly practiced with a teacher-directed
approach.
Children in their crafts projects tended to use same skills and materials to create
their products (Schirrmacher, 2002/2008). Yang (2005) argued “A teacher-directed art
lesson, characterized as essentially dependent upon a recipe, is comfortable for the
teacher because it allows him/her to easily control the teaching process” (p. 7). However,
Mrs. Jin seemed to think that crafts have their artistic merits and can promote students’
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awareness of their culture. By means of art and crafts activities, the students can use their
products to decorate the environments and be aware of the beauty of their culture.
Ms. May utilized the project approach (Katz & Chard, 2000) to teach her students.
At the beginning of the semester, she organized her curricula according to her students’
developmental needs by using a complex yet flexible framework (Chard, 1998). She took
her students’ interests into consideration when selecting the projects (Chard, 1998; Katz
& Chard, 2000; Sargent, 2011). One major goal of her art program was to promote her
students’ artistic development, and the learning areas were specifically planned to achieve
such development.
Just as Reggio Emilia teachers consider themselves to be the facilitators (Follari,
2011), Ms. May conducted herself as a facilitator in the classroom. By allowing her
students to explore all art materials and by letting them create their own work, she played
the role of a facilitator. Thompson (1995b) asserted that if art education is seen as nothing
more than providing materials, then “precious opportunities for immersion, reflection,
and dialogue are lost, to children and their teachers” (p. 2). She encouraged her students
to make self-expressive and self-initiated art and displayed their products in the
classroom and on campus. With the help of the art specialist, she allowed her students to
talk about their products and to appreciate the masterpieces of great artists. Ms. May
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implemented teacher-guided, teacher-directed, and child-directed strategies and provided
her students with ample opportunities to engage in art.
Both teachers seemed to think that a well-prepared creative art center was essential
to the implementation of their art programs. They provided ample supplies of materials
and various tools for children to access freely. Exploring materials can stimulate
children’s imaginations and lead them to various avenues of expression (Topal &
Gandini, 1999). In addition, both teachers used sufficient time and flexible schedules,
allowing their students to express their thoughts and create their products with comfort
(Topal & Gandini, 1999).
Mrs. Jin and Ms. May gave their students opportunities to experience the
masterpieces of fine artists to enhance their understanding and appreciation of art
(Broudy, 1972; Eisner, 1985). Schirrmacher (2002) affirmed, “Aesthetics is an awareness
and appreciation of the natural beauty found in nature and one’s surroundings” (p. 168).
Dewey (as cited in Feeney & Moravcik, 1987) illustrated that if children’s eyes are
constantly exposed to the harmony of objects with elegance of form and color, a standard
of taste grows naturally. The teachers prominently displayed reproductions of
masterpieces, art books, and artistic ornaments in their classrooms for the students to
enjoy. They asked questions to encourage their students’ awareness of the aesthetic
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elements in the artist creations. However, with the support of the school art specialist,
Ms. May gave her students more opportunities to talk about art, focusing on the aesthetic
qualities of the art projects and on the possibilities of the artists’ expressions than Mrs.
Jin. Edmund Feldman (1973) noted that leading young children to talk about art can
nurture their articulation of the impressions of the artwork and what those impressions
mean. Likewise, students also can learn the visual and verbal language of art from talking
about it (Johnson, 1990).
To support the development of their students’ artistic skills, both teachers arranged
aesthetically pleasing environments. Mrs. Jin displayed all curriculum activities related to
her students’ products and teaching materials both outside and inside of her classroom. A
display on the wall included various discussions, art work, photographs, and artifacts that
documented the children’s recent accomplishments. Mrs. Jin also liked to use cultural
artifacts and holiday crafts to create a warm and peaceful atmosphere, promoting
children’s awareness of beauties from different cultures. However, Kim and her
colleagues (2001) suggested that instead of placing children’s art products on a wall of
the classroom, they “can be used in a collaborative artwork or organized as an
information chart to provide visual information related to a topic of study” (pp. 46-47).
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On the other hand, Ms. May used soft elements to create her aesthetic and warm
classroom, including a couch, canopies, plants, and maps that brought a sense of home
into the environment (Griffin, 2012). Natural and recyclable materials stored in different
shapes of baskets or transparent containers showed their characteristics in aesthetically
pleasing ways. All the educational supplies and learning materials laid in the whitepainted walls and clean furniture exposed children to the environment filled with visual
stimuli. Various natural and recyclable materials including acorns, leaves, cloth, buttons,
and boxes seemed to invite her students to use them in many artistic ways. The
following Montessori’s statement (1967) about environments supported Ms. May’s way
of implementing art “The immense influence that education can exert through children
has the environment for its influence, for the child absorbs his environment, takes
everything from it, and incarnates it in himself ” (p. 66).
Thought and attention to the aesthetic aspects of the learning environment were the
two teachers’ concerns as they recognized they might foster their students’ aesthetic
development. They displayed the images and objects to reflect the interest of young
children and organized their spaces aesthetically to increase the children’s motivation to
work in creative ways. However, the design of Ms. May’s classroom appeared to reflect
the philosophy of the Reggio approach (Eyestone-Finnegan, 2001; Gandini et al., 2005;
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Griffin, 2012), creating a welcoming, nurturing, and home like environment. To “feel
comfortable and learn practical life issues” (Klein, 2008) in the school, teachers should
create s nurturing environment.
To achieve curriculum goals, both teachers attempted to search for both internal and
external collaborative support and resources. Aligned with Bullard’s and Bullock’s (2002)
recommendations for professional growth as art teachers, they attended lectures, small
group discussions, audio-visual presentations, and hands-on investigation sessions. Mrs.
Jin gained valuable knowledge from professors and teachers by talking to them. She
established reciprocal relationships with them and welcomed their support. She
collaboratively taught with community artists and attended field trips to enrich her
teaching skills. On the other hand, the in-service art education programs provided by Ms.
May’s school made her feel comfortable in implementing her art programs. Ms. May
appeared to seek school art specialists for support. The art specialist in her preschool not
only provided art activities that met goals for programs but also introduced studio art
experiences, art history, criticism, and aesthetics to teachers as well as the children. Such
teamwork helps preschool teachers gain new knowledge and insight in terms of art
concepts and art media (Mulcahey, 2002), and further enhances their competence to “help
children gain additional exposure to art and aesthetic inquiry” (Yang, 2005, p. 20).
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Research Question 3
How do these teachers’ perceptions of teaching of art influence their art curricula?
These teachers were influenced by the Preschool Activities and Curriculum Working
Edition set forth by the government (Ministry of Education, 2013). They aligned their art
programs with the goals of the Aesthetics category and aimed to develop their young
students’ abilities of Exploration and Perception, Expression and Creation, and Response
and Appreciation toward arts (Ministry of Education, 2013). They both agreed that the
young children’s art learning experience should be integrated with other curriculum areas
to support their development and learning. Even though the curriculum models in their
schools were different, both teachers’ curriculum plans emphasized learning as an
interactive process that should be based on children’s interests and needs. They both
applied teacher-directed, child-directed, and teacher-guided instructional strategies to
teach art. By asking questions, they engaged students in talking about their artwork and
promoted their awareness of art and beauty. They implemented art activities that were
developmentally appropriate (Cobert & Taunton, 1992; Feeney & Moravcik, 1987;
Kindler, 1995; Seefeldt, 1999; Thompson, 1995a). When teaching art, they integrated art
programs that focused on young children’s natural abilities to perceive, create, and
appreciate visual art (Cobert & Taunton, 1990/1992).
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The environment played an important role in both teachers’ art curricula. They
attempted to make their environments the “third teacher” (Gandini, 1998, p. 177) which
could invite their students to explore the world around them. Kerka (1999) maintained
that an environment that nurtures learning should provide necessary resources and
flexible schedules to support students’ investigative play and experimentation. Both
teachers prepared inviting and richly supportive environments to foster their art
experiences. They intentionally displayed various visual stimuli in their classrooms to
inspire children’s thinking and creativity (Danko-McGhee, 2006). They perceived that
children should have sufficient time and opportunities to explore individually or
cooperatively in the learning centers every day (Colbert & Taunton, 1992).
Feeney and Moravcik (1987) claimed, “Teachers help children develop aesthetic
awareness when they attend to the design of the school environment, both inside and
outside” (p. 11). The environmental aesthetic was another issue valued by both teachers.
Both teachers attempted to design a visual and meaningful environment for their students.
Cultural themes were Mrs. Jin’s emphasis, and her environmental plan included cultural
issues rather than just aesthetic ones. She designed her classroom in such a way that all
aspects of the physical environment were carefully considered as to their educational
potential with manifesting cultural varieties and values (Bredekamp & Copple, 2009).
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Ms. May incorporated some aspects of a home-like classroom environment which filled
the classroom with a warm, soft, and embracing atmosphere. Gandini (2005) and
McKellar (1957) recommended that a physical space with an aesthetic design can nurture
children’s concentration, creativity, and motivation. It also can promote students’
independent learning and exploration (McKellar, 1957) and has a favorable impact on
their visual perception skills (Taylor, 1977). Such an environmental scheme seemed to
align with the Reggio strategy (Eyestone-Finnegan, 2001; Gandini et al., 2005, Griffin,
2012). However, the divergent opinions interpreted by the two teachers could derive from
their cultural backgrounds, personal perceptions and experiences of physical
environments, and also the educational philosophies of their schools (Dewey, 1934;
Malaguzzi, 1998).
To both teachers, teacher collaboration was the most effective approach to teach
their students art. Research indicated that early childhood educators should have support
when teaching art (Lewin-Benham, 2006; Yang, 2005). Neither teacher thought they had
enough knowledge and skills to teach art. When classroom teachers do not have
appropriate knowledge in teaching art, art teachers, classroom teachers, community
artists, art museum educators, and volunteer parents must support such teachers
(Annenberg Institute for School Reform, 2004; Ferguson, 2006). Working in a public
126

preschool, Mrs. Jin tended to believe that she could seek for collaborative support from
her colleagues, community artists, or art educators when needed, although their support
was limited. Her art collaboration plans appeared to be irregular, partial, and incoherent.
However, in Ms. May’s preschool, the art specialist helped her to develop art programs
and offered support. It helped Ms. May to promote her students’ aesthetic and artistic
development. When examining both teachers’ collaboration methods, Ms. May’s support
was much more authentic and useful than Jin’s.
These teachers recognized that children’s early art experiences were influential to
their later development and that they should be valued in early childhood education. They
implemented some of the Reggio approach (Gandini, 1993; New, 1990) and perceived
that well-prepared and aesthetic environments could enhance their students’ learning,
promote their spontaneous exploration, and nurture their creativity and aesthetic
awareness. They tended to use diverse collaborative resources to improve their art
teaching skills and knowledge. These observations were supported by previous research
(Bussis et al., 1976; Grauer, 1998; Rusher et al., 1992; Vartuli, 2005) stating that teachers’
belief systems about education and their in-service trainings sessions mediate their ways
of teaching.
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Conclusions
Both teachers’ perceptions appeared to be related to the notion that children’s art
education should be integrated into the core curriculum plan. They viewed their art
programs as a means to develop their students’ artistic skills and abilities across the
curricula. They designed developmentally appropriate activities, used authentic
instructions, and prepared the learning environments to promote their students’ learning
and development. To support the development of their students’ artistic skills, both
teachers arranged aesthetically pleasing environments. They seemed to think that a wellprepared creative art environment was essential to the implementation of their art
programs. They provided ample supplies of materials and various tools for children to
access freely.
To achieve curriculum goals, both teachers attempted to search for both internal and
external collaborative support and resources. Neither teachers thought they had enough
knowledge and skills to teach art. For these reasons, the teachers tended to use diverse
collaborative resources to improve their art teaching skills and knowledge. These
teachers’ perceptions about teaching art mainly centered around providing integrated art
activities and creating appropriate environments. To offer such activities and
environments, both teachers collaborated with others.
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Implications
Based on the findings of this study, the following implications were made:
1. Integrate art when teaching every subject since these teachers in this study
successfully implemented such a teaching method to promote their students’ learning and
development. It can encourage young children to make connections between art
experiences and other content areas.
2. Provide a rich and aesthetic environment with developmentally appropriate
materials for inspiring students’ imagination and creativity as did the teachers in this
study. When teachers offer developmentally appropriate environments designed with
students’ interests and needs in mind, they can promote students’ appreciation of art.
3. Collaborate with others and seek internal and external resources to teach art.
Using diverse collaboration strategies can make up for early childhood education
teachers’ lack of knowledge in art education.
4. Use child-directed, teacher-directed, and teacher-guided strategies when teaching
art. In this study, these teachers implemented such strategies to promote their students’
learning and development as well as their creativity.
5. Discuss art with students. Talking about existing art products appeared to be
helpful to the students in this study. According to the results of this study, exchanging
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their opinions about existing art can be beneficial to the development of children’s
appreciation of art.
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Recommendations
1. A large sample of teachers’ perceptions of art would provide helpful insights to
teach art.
2. Include male teachers in future studies to add different perspectives.
3. Examine teachers’ views of teaching art in different age groups. Such studies
could contribute to the field of early childhood education.
4. Conduct studies on how students view art by interviewing them. Their views can
enhance teachers’ understanding of teaching art.
5. Include teachers in different countries. Cross-cultural studies can broaden
teachers’ views of teaching art.
6. Explore how teacher preparation programs in different countries provide preservice and in-service teachers with training sessions regarding teaching art. Such studies
could broaden connections to school and community environments.
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Appendix A
Survey Questions
Please provide the following information:
1.

What is your philosophy of teaching art to kindergarteners?

2.

What kinds of teaching program(s) do you use to teach your students?

3.

Approximately how many hours per week do you spend planning your lessons?

4.

What kinds of preparation do you do?

5.

What kinds of environments do you provide for your students to engage in art?

6.

How do you get young children to be interested in art?

7.

What kind of classroom environments do you think can promote your students’

appreciation of art?
8.

How do you promote your students’ appreciation of art?

9.

What kinds of reactions do you notice among your students when you teach

them about appreciation of art?
10. What is it that you want your students to learn through art?
11. How often would you like your kindergarteners to engage in art activities?
Why?
12. What do you consider to be the most difficult aspect(s) of teaching art?
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13. What do you do to improve your teaching skills?
14. Can you describe what the ideal art teacher should be?
15. How do you feel about teaching art to your students?
16. What kinds of art professional development sessions do you attend?
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Appendix B
Survey Questions in Chinese
請提供下列問題相關訊息
1.

請問您對幼兒園中幼兒的造型藝術教學有何想法？

2.

請問您使用哪種教學法教學？

3.

請問您每週進行課程計畫的時間大約多久？

4.

進行教學活動前，您通常需要作哪些準備？

5.

在學習環境中，您為幼兒的造型藝術學習又作了哪些準備？

6.

您如何讓您的幼兒對造型藝術活動產生興趣？

7.

您認為甚麼樣的教室環境有助於幼兒欣賞藝術？

8.

你如何促進幼兒藝術欣賞？

9.

當你在進行幼兒藝術欣賞活動時，你注意到幼兒有哪些反應？

10. 你希望幼兒藉由造型藝術活動的學習得到甚麼？
11. 你希望你班上的幼兒參與造型藝術活動的頻率為何？為什麼？
12. 當在您在上幼兒造型藝術課程時？哪些是您感到最困難的？
13. 您如何去提升您的造型藝術的教學技巧？
14. 您能夠描述理想中幼兒藝術老師應具備的特質嗎？
15. 請描述帶幼兒進行造型藝術活動時，您的感受為何？
16. 請問您參加過哪些幼兒藝術專業課程研習？
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Appendix C
Cover Letter
Ms. Lai:
Thank you for agreeing to participate in my study. I am interested in your art
teaching and how it influences the young children’s appreciation of art. I will ask you to
response to my survey that will take appropriately one hour to complete, will interview
you about your responses to my survey questions, and will observe your classroom art
teaching once a week for eight weeks. If you should decide not to participate, there will
be no penalty of privilege, benefits, or academic grades, and you may discontinue your
participation at any time. Results of the study will be available upon request. If you have
any questions, please contact me, Chia-Hui Lin, at (04)22183905. Please sign and return
the following slip to indicate your willingness to participate in this study.
I, ______________, agree to participant in this research about an early childhood
education teacher’s art teaching for his/her young children. My participation is voluntary,
and I may at any time choose not to participate with no risk to me personally or
academically. I understand and agree to fully participate in the study

Signature

Date
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Appendix D
Cover Letter in Chinese
親愛的家長，您好：
我是國立台中教育大學幼兒教育學系的老師--林佳慧，目前正在進行「幼教師
視覺藝術教育觀感」此一研究工作的資料收集與撰寫，本研究旨在瞭解幼兒園教師
對於視覺藝術教育的想法與其教學行為之間的關係。由於貴子弟就讀的幼兒園所是
中部地區最優質的園所，尤其在美感教育提供幼兒的學習經驗，將能提供該研究內
容相當珍貴的資料，因此我個人希望能有此榮幸在貴子弟就讀的班級中，進行為期
八週，每週半天的資料收集工作。
在計畫進行期間，我將在班級中收集老師和幼兒的互動歷程。內容包括觀察紀
錄、教師教學計劃，並做教師教學行為的錄影與拍照，必要時將使用貴子弟的作品
作為「幼教師視覺藝術教育觀感」研究的佐證資料。因本案主要研究對象為教師，
而非幼兒，為恪守研究倫理的規範，園所名稱、班級、教師及幼兒姓名將使用匿
名，並限制所有照片及肖像權的使用。過程中所收集的資料僅為研究，絕對不會移
做他用，敬請放心。
若您對於相關該研究案的詳細內容尚有興趣，也歡迎您與我聯絡，我將竭誠地
為您解說，並在此感謝您的支持。
敬祝
闔 家 平 安 幸 福！
國立台中教育大學幼教系林佳慧
連絡電話：04-22183905
中華民國 100 年 4 月 28 日
□ 我已經瞭解這計畫的大致內容，且同意在不影響本人子女學習的情形下得
以拍照或錄影，及幼童作品佐證的方式蒐集師生互動的資料。
幼兒姓名：

家長姓名：
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APPENDIX E
IRB Form
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